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Suppose that Abraham Lincoln, George Wash- 
mgton, Martin Luther, William Harvey, Oliver 
Cromwell, Nicholas Copernicus, Andrew Jack- 
son, and Michael Faraday were all students in 
your local high school this year! If your high 
school is of average size . . . and your com- 
munity of average intelligence. as far as native 
endowment is concerned, that probably is actually 
the case every year. 

—Ernest M. Ligon, A Greater Generation, 
1948 


We cannot measure the demands upon our people 
in the second half of the 20th century . . . by 
what was demanded of them at the beginning of 
the first half of this century. We are entering 
upon an era which will test to the utmost the 
capacity of our democracy to cope with the 
gravest problems of modern times—and on a 
scale never yet attempted in all the history of the 
world. We are entering upon this difficult and 
dangerous period with what I believe we must 
call a growing deficit in the quantity and quality 
of American education. . . . 

We have to do in the educational system some- 
thing very like what we have done in the military 
establishment during the past fifteen years. We 
have to make a breakthrough to a radically 
higher and broader conception of what is needed 
and of what can be done. 


—Walter Lippmann, in an address before 
the National Citizens Commission for 
the Public Schools, San Francisco, 1954. 
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preface 


This work develops a systematic theory of differential educational 
experience for the gifted. The theory is predicated upon the behavioral 
characteristics of the group as a whole and upon their anticipated adult 
roles. These roles typically involve leadership and reconstruction at the 
frontiers of culture, as distinct from mere participation in the status quo. 
The principles pertain to the general education of persons of superior 
intellectual ability rather than to the specific training of particular apti- 
tudes manifest in gifted people. They are intended to cover that broad 
span of school years from the intermediate grades through the general 
college. 

Lewis M. Terman and his colleagues, in the continuing development 
of the “Genetic Studies of Genius,” offer what Terman himself called 
a factual “prolegomenon” to educational endeavor. The present work 
relates to this idea in comprising what the author holds to be a neces- 
sary intervening step, i-e., the derivation from those facts which dis- 
tinguish the gifted as a group of a comprehensive educational theory 
through which practical programs and curricular modifications for the 
gifted can be made truly appropriate to their needs. In the absence of 
such intermediate principles it is logical to expect what actually exists, 
a growing miscellany of practices in schools across the nation which 
perhaps fail to serve the needs of the gifted as often as they succeed. 

vil 
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The principles, which are presented in the logical form of proposi- 
tion and corollary, are rendered coherent by the underlying conception 
of general education for the intellectually superior individual. The work con- 
centrates more upon the quality of educational experience than upon 
administrative arrangements. There is an attempt to derive a theory of 
experience internal to the learner, in contrast to a theory of practice external to 
the experiencing subject. Such direct communication to teachers in terms 
of requisite teaching-learning processes has been recognized as a de- 
ficient area in the literature on the gifted, which is predominantly 
concerned with pupil identification and administrative programming. 

The book is intended to serve two main practical purposes. The first 
Purpose is to afford insight for classroom teachers, supervisory person- 
nel, and administrators into essential qualities which enriched curricula 
must possess. Without such insight changes in assignments and activities 
involve for the brighter pupil, not a different quality and plane of 
experience, but merely “‘more of the same”; and proposed courses and 
administrative arrangements fail to accord intimately with their spe- 
cific objectives. The second intention is that the principles serve as an 
extensive check-list for instructional provisions already in effect, again 
to determine whether the modifications of the regular school program 
do, indeed, possess potential for a higher quality of educational experi- 
ence for the gifted youngster. 

This work has been developed at two different periods of the au- 
thor’s concern with the education of gifted persons. Part I represents 
current thought given to the problem as a result of a variety of experi- 
ences in the field. Much of the remaining parts in which the formal 
principles are stated was developed a decade ago in a graduate thesis 
(University of North Carolina, 1952). The original set of principles was 
devised deductively for the most part. As they now stand, they com- 
prise a fair representation of the empirical substance of excellent prac- 
tices emerging here and there in pioneering schools. Promising practices 
have been observed and generalized upward into principles; the anal- 
yses of unpromising practices has given rise to additional principles; 
and there has been left intact from the earlier thought other principles 
which educational practice has not yet reflected, at least to the author’s 
knowledge. 

The college or university instructor of courses on the gifted will 
want, first, to interpret the full meaning of the various propositions, 
with an open declaration of agreements and disagreements, and, next, 
to examine selectively contemporary practices with respect to their 
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adequacy in terms of pertinent points in this theory. This constant 
reflection upon principles that underlie given practices comprises the 
virtue of an attempt to mediate between an accumulated body of 
psychological fact and direct educational practice. Both good and bad 
practices offer appropriate opportunities for exercise of thought, and 
the instructor’s own imagination and educational philosophy are called 
into play through interpretation, criticism, and application. 


Virgil S. Ward 
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EDUCATING THE GIFTED 


part 
one 


THE SUPERIOR STUDENT 
IN AN EDUCATIONAL 
PERSPECTIVE 


Education may be defined as a process of 
continuous reconstruction of experience with 
the purpose of widening and deepening its 
social content, while, at the same time, 
the individual gains control of the methods 


involved. 
—John Dewey 


introduction 


The social significance of special education for men of great abilities 
impressed Plato more than two thousand years ago. The timelessness 
ggested by the intense preoccupation in 
America today with the problem of educating those among contem- 
porary youth who are the most educable. This book deals with the 
Problem of educating individuals of superior intellectual ability by sug- 
gesting a conception of the educative process which differs from that 
governing the sequence of experiences through which persons of ordi- 
Nary ability can and should proceed. 

Special education for the intellectually gifted is justified by the 
educationally significant capacities that set these persons at a distance 
from the middle ranks and by the probable types of social responsibil- 
ity which they are destined as a whole to assume by virtue of their 
Superior endowments. 

This book is intended to sketch a foundation in basic principles for 
the educational experience of children and youth who form the top- 
most level of brightness—possibly the upper 1, 2, or 3 per cent of the 
Seneral intelligence scale—and who are intrinsically motivated toward 
academic, scientific, or other intellectual accomplishment. The educa- 
tional levels considered include the intermediate grades through gen- 
eral college. Children falling within the group superior to the average, 
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of man’s central concerns is su 
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but short of the extreme upper limits of ability —variously — 
‘moderately gifted” or “academically talented’’—will be, ie 
to individual personality, variously suited to an educational ee 
governed by these principles. Where developmental and KEPE aE 
experiences have been constructive, young people falling Within a 
top 10 per cent of the ability scale will benefit from the educatic i. 
experiences described as appropriate for the top group, but toa 
minishing degree, of course, as ability and motivation lessen. aia 
In aiming high, it is intended that this work differ from much or a 
thought and activity going on at the moment in this area. The ovek . 
character of much of the present work in the interest of ina ee 
pupil, with some notable exceptions, is chiefly in the nature of improv as 
ments in the curriculum as it is presently known. These improvemen 
include additions and deletions in standard subject matter, condime 
tion of subject matter into briefer time expanses, and location of ea 
subject matter downward in the grade sequence so as to allow —, 
entry into subsequent levels of the school system. Such essentially as f 
ministrative rearrangements are excellent in themselves and necessary 
but they scarcely comprise the whole task or even the most significan 
aspect of it. Ee 
This deseripuion ADDRES İN INE MAIN 10 the mou FecenI anel De at oe 
pemzee Some efort in the movement of the gifted, at in behall ot d 
“academically talented student.’ All responsible educators yalue the 
sippart and momentum heing given to the improvement uf die Amel 
ican educational system through the vigorous efforts of De James i. 
Conant in his current studies of American schools and through tlie 
National Education Association’s Project on the Academically Talented 
Student in the American Secondary School. As an indication, how” 


sons : A : red 
ever, that the thinking connected with this recent movement is centere¢ 
in present educational thought and practice and 


ite 
avowedly so, we cit 
from Dr. Conant’s introductory remarks at the 1 


958 conference which 
initiated the studies and promotional efforts in the NEA project: 


What is needed, most of us feel, is a careful consideration of the 
secondary school education of all those boys and girls who have the 
ability to study effectively and rewardingly advanced mathematics, 
foreign languages and tough courses in chemistry and physics. You 
will note that I have just ventured to give a definition of the “academ- 
ically talented youth”—in the jargon of modern p 


hilosophy, it is an 
operational definition. And this question of definin 


g the type of pupil 
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whose education we will be considering has given us all a good deal 
of trouble, I must admit. There are some of us here who are primarily 
interested in the really unusual pupil, who often fails to do well in 
school just because he or she is too able and is not challenged by the 
work. These pupils—not more than 2 per cent of the high school 
population—are often labelled as the “gifted,” and I, for one, 
think this is the proper use of the word. The much larger group, some 
15-20 per cent of a typical American comprehensive high school, 
perhaps as much as 50 per cent of some atypical high schools and 
more than 90 per cent of secondary schools which are on a selective 
basis, are the group who should be going to college. . . J 


It is insufficient thus to consider the curriculum for the gifted in 
terms of traditional subjects and instructional processes. Furthermore, 
Dr. Conant’s operational definition of the abler pupil as one who can 
handle “tough” courses involves a surprisingly meager conception both 
of the abilities of the superior student and of the imperative need for a 
radical reinterpretation of the educative process. 

Academicians, also, seem to be saying with one voice that educa- 
tional ills can be remedied by increasing the dosage of traditional 
educational medicines unwisely abandoned in late years for “‘progres- 
sive” placebos. Such proposals for improving the education of persons 
whe unt pookan effectively with world problems of unsurpassed com- 
Piety afe apipi Meng is bessinataa ti wall he regrettable 
indeed af ie present publie concer for education pede nothing 
bul supetßetal adaptations undor the traditional Iramework of eedueas 
tion—mere additions, deletions, and changed proportions within ca- 
tablished educative processes and subject matter ee 

We prefer the imaginative boldness that runs through a series of 
commanding questions posed by Margaret Mead concerning the in- 
adequacy of present concepts and practices 1n education to reckon 
with the character of present times. These questions are included in 
Support of the plea that education of the gifted in the contemporary 
World be reconccived, radically, and largely apart from present prac- 


tce, Mead inquires: 


Is our present historic idea of education suitable for people in the 
mid-twentieth century, who have a life expectancy of 70 years, and 


who live in a world of automation and global pe a ready 
to begin space exploration and aware of the poššibiliiy that we can 
human species: 


bring about the suicide of the entire 
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As all these present and pressing concerns of the human race are 
new, is it not possible that a system of education may be out of date 
which was designed for small societies that were connected by horse- 
drawn coaches and sailing ships, and where any war could threaten 
only small sections of the human species at any one time? 

Is it not possible that the problem of the educational system's 
obsolescence goes beyond such issues as methods of teaching reading 
or physics. or the most desirable age for leaving school, or the pay- 
ment of teachers. or the length of summer holidays, or the number 
of years best devoted to college, or even the comparative advantages 
of working while going to high school or college? 

Is not the break between past and present—and so the whole 
problem of outdating in our educational system—related to a change 
in the rate of change? For change has become so rapid that adjust- 
ment cannot be left to the next generation; adults must—not once, 
but continually—take in, adjust to, use, and make innovations in a 
steady stream of discovery and new conditions. 

Our educational system, besides being the oldest system of universal 
free primary education in the world, bears the marks of its long his- 
tory. But is it not possible to think that an educational system that was 
designed to teach what was known to little children and to a selected 
few young men (after which they could be regarded as “‘educated”) 
may not fit a world in which the most important factors in everyone’s 
life are those things that are not yet, but soon will be, known? 

Is it not equally possible that our present definition of a pupil or a 
student is out of date when we define the learner as a child (or at best 
an immature person) who is entitled to those things to which a child 
is entitled—moral protection and a meager subsistence in a de- 
pendency position—and who is denied those things which are denied 
to a child—moral autonomy, sex and parenthood, alcoholic bever- 
ages, and exposure to hazards?* 


This book describes no single plan for educating the gifted, such as 
those developed in various metropolitan centers and offered for the 
guidance of others who choose to pattern their efforts similarly. Instead, 
the work is theoretically oriented and makes an explicit attempt to 
depart from those established practices which do not promise to realize 
the full potential of the most educable children and youth of school 
and college age. Experience internal to the learner is the main con- 
cern, and necessary discussions of the external programs accompanying 
various practices proceed in terms of this primary interest, 

These principles should afford a set of broad criteria by which 
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existing programs may be evaluated and in terms of which classroom 
teachers can study their daily attempts at enriching experience for 
able youth. These principles stand or fall to the extent that they are 
evident in the practices of schools that have developed truly appropriate 
experiences for the gifted, that they provide guidelines for the develop- 
ment of initial practices in other schools, and that they provide theo- 
retical sanction for enrichment activities devised by individual teachers 
through their own private insights. 

That these principles attain to the majestic stature demanded by 
Margaret Mead’s questions it would be presumptuous even to hope. 
They do aim, however, toward a more fundamental re-examination of 
the curriculum, not only as it is here and now, but as it can be and as it 
should be in view of the abilities of the young people concerned and the 
most likely demands to be made upon them during their life span in a 
dynamic world of material and social change. 

In the development of these principles, special consideration will be 
given to our increasing knowledge of the educative process. This is an 
exciting era in the history of the behavioral sciences. Experiments 
based upon rigorous thought and design are yielding empirical results 
that parallel the insights of visionaries in earlier periods of educational 
thought. Especially pertinent to education of the gifted are forward 
thrusts in thinking about the nature of mind—creativity and other higher 
with particular respect to the power of experience 
se processes; a corresponding firm 
dissatisfaction with present conceptions of “intelligence” and related 
instruments of measurement (although older concepts and instruments 
remain useful in the absence of effective substitutes); attempts to dis- 
cern the multiplicity of dynamics which make for human achievement; 
and new respect for ethereal aspects of personality and experience, such 
as unconscious mental processes, teleological possibilities, and possible 
qualitative differences in mental stuff, delicate subtleties which only 
yesterday were inadmissible into the masculine world of empirical 


Science. 
But principles which pro 


mental processes, 
for fundamental effects upon the 


mise to guide educational practices soundly 
cannot be based merely upon dissatisfaction with present conceptions 
or modes of action oF upon fragmentary reaches into frontiers of 
knowledge, no matter how exciting. Even if the inevitable lag between 
thought and practice might be abridged, the probability of error and 
inadequacy is too high when consequences extend beyond the depend- 
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able present. Accordingly, the propositions presented in this work 
recognize only the more stable researches in the behavioral sciences 
and the more enduring philosophical thought that underlies educa- 
tional practice. No attempt has been made to summarize interesting 
and potentially significant contemporary experimentation which has 
not yet been adequately tested for significance and reliability. ; 

The thought of John Dewey, the factual “prolegomenon” embodied 
in the continuing Genetic Studies of Genius initiated by Lewis M. Terman 
and presently conducted by his associates, and the researches into the 
nature of creativity and the “faces of intellect” going on for more 
than a decade under the leadership of J. P. Guilford are stable lines 
of development such as should constitute bases for educational prin- 
ciples. Catherine Patrick’s analysis of conditions reported to favor 
creative thinking (see p. 136), for instance, was made for publication 
in 1946 and based on literature dated as far back as 1906, Yet little 
exists in later research on this important quality of behavior which 
suggests an alteration in Patrick’s conditions as guidelines to educa- 
tional practice, and nothing at all sufficient to negate them. 


Part I of this work describes the characteristics of the intellectually 
gifted and makes suggestions toward a theory of general education 
which pertains to these characteristics, to present world conditions, 
and to the social role of reconstruction which the gifted tend to assume- 
Parts II, III, and IV explicate this philosophy in terms of principles 
which pertain to the instruction of abler youth from childhood through 
general college or university instruction. 

Specifically, Part II, entitled “General Principles of the Educational 
Design,” is concerned with the total Program of education for the 
gifted, its roots in biological and sociological fact, and the nature of 
its aims. 

Part III, entitled “Principles of Intellectual and Academic Develop- 
ment,” relates to the content and methods through which general 
understandings about man and nature should be transmitted and 
acquired. This part explores a range of ideas held to be applicable to 
the development of the cognitive aspects of mind per se. This section 
is of special significance since it is in general intellect that the subject 
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of this work differs most markedly from other persons and most re- 
quires special education. 

Part IV is entitled “Principles of Personal, Social, and Character 
Development.” These dimensions of personality are familiarly referred 
to as non-cognitive, or dynamic. It is widely accepted that education of 
the “heart” is as essential as education of the “mind.” In the present 
treatment of these dimensions of personality, however, the relationship 
of general intellect to behavior as a whole is of principal concern, for 
again, it is in intellectual potential that our subject differs most crit- 
ically from other persons. These aspects of human behavior are treated 
at all only out of faith in their importance in total behavior and de- 
velopment. They are considered, further, in full awareness that the 
harvest of behavioral science in these areas affords the educator far 
less exact information upon which to base educational thought and 


Practice. 


cha pter| CHARACTERISTICS OF THE GIFTED 
one 


WHO ARE THE GIFTED? 


New movements inevitably become involved in conflicts over terminol- 
ogy. The current emphasis upon education for the gifted is no excep- 
tion. In an attempt to economize upon ideas of definition, rather than 
to recapitulate the endless original arguments in support of one ter™ 
or set of terms over another, it is submitted that the issue of whom tO 
consider gifted involves two basic points of view. 

The somewhat older position, assumed by Lewis M. Terman in his 
Genetic Studies of Genius (before there was any argument on the matter) 
and prevalent until very recently, considered the term “gifted” to 
apply to those persons of school age who fall at the top 1 per cent level 
in general intellectual ability, as measured by the Stanford-Binet 
Intelligence Scale or comparable instrument.? The contrasting position 
has been successfully promoted in American schools by Paul Witty, 
whose recommendation as recently stated is “that our definition of 
giftedness be expanded and that we consider any child gifted whose 
performance, in a potentially valuable line of human activity, is 
consistently remarkable.’’* This point of view includes children excep- 
tionally endowed in specific aptitudes, as in some form of art, in mechan- 
ics, in academic disciplines such as natural science or foreign languages 
or in interpersonal relationships. It has even been interpreted, and 


with reason, to refer to superior athletic ability. This Position has be- 
10 
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come widely accepted in the post-World War II re-emphasis upon 
education for the gifted in American schools. 

Among school systems and experimenters using the IQ as a central 
criterion for identification, there have been varied practices in cut-off 
Points. Terman’s fairly high cut-off point (137 IQ as adapted to the 
1937 Revision of the Stanford-Binet Scale) has been paralleled by 
Some positions suggesting a criterion as low as IQ 112 or 115.5 The 
Cleveland Public Schools, in which systematic provisions for the 
brighter child have probably pertained over a longer period of time 
than in any other American school system, take an intermediate 
Position, admitting to its “Major Work” classes children of 125 IQ 
and above. All such positions are, of course, arbitrary or ad hoc, and 
the merits of each can be argued with some validity. 

Educational expediency urges that where IQ is a central criterion, 
the cut-off point be sufficiently low to include numbers large enough 
to make practicable the effort and expense involved in adapting the 
School program; and educational theory suggests that the cut-off point 
Separate children who promise to profit more than at present from 
Special educational provisions. A position assumed by the Educational 
Policies Commission in 1950 seems appropriate for both points of view. 


The Commission writes: 


In this statement, the term “highly gifted” is used to designate 
those who are in the top 1 per cent of the total population with 
respect to intellectual capacity (that is, roughly, individuals with an 
IQ above 137). Similarly, the term “moderately gifted” will apply to 
individuals who fall within the top 10 per cent below the top 1 per 


cent (that is, between 120 and 137 1Q).? 


This point of view is harmonious with the concept of the academ- 
ically talented to which we have already referred. The material cited 
from Dr. Conant (p. 4) refers to two levels of capacity for learning, 
holding that the top 2 or 3 per cent of the general school population 
Should be termed “gifted” and including some 15 to 20 per cent within 
the group termed “academically talented.” 

No other attempts to enter into the semantics of this problem have 
added substantially to these basic ideas which ground definitions either 
in (1) general intelligence or (2) specific aptitude, and recognize both 
a level of ability sufficiently above average to warrant certain dif- 
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ferences in educative processes and another level, yet rarer and higher, 
which warrants still more radical educational differentiation. 
Throughout the present work the terms superior and gifted will be 
used interchangeably with roughly synonymous terms which are varied 
to avoid monotony. These two terms and their synonyms will always 
refer to general intellectual ability, beginning at the topmost level and 
descending the scale of learning capacity as the student’s native po- 
tential, personality structure, and developmental status require.’ Thus, 
the educational theory and principles derived in this volume are based 
on the earlier point of view assumed by Terman. A detailed argument 
for this position is undertaken later in Part I (pp. 28-40). Since most 
of those who are specifically talented are also above average in IQ, 
however, the ensuing prescriptions toward general education for 
brighter youth would include many from the talented group as well. 
This fairly flexible conception of the level of intellect required for 
special educational experiences appears to be consistent with a point 
of view developed by David C. McClelland and his colleagues in an 
extensive study of the nature and role of talent in society. They suggest 
that factors other than intelligence may account more critically for 


academic success than high intelligence alone. Their idea is stated as 
follows: 


But the question of the linearity of the relationship of intelligence 
test scores to even so simple a criterion as school performance has not 
been studied as it deserves. Let us admit that morons cannot do good 
school work. But what available evidence is there that intelligence is 
not a threshold type of variable; that once a person has a certain 
minimal level of intelligence, his performance beyond that point is 
uncorrelated with his ability? Several studies suggest that if such a 
minimal level is set fairly high, ability may no longer play a crucial 
role in success.'” 


With respect to the fairly high cut-off point on the intelligence scale 
for designating those who should have special educational experiences; 
it should be remembered that an increasing percentage of individuals 
in the upper levels of the secondary school, and of the general college 
as presently organized, would come within any given upper intellectual 
level. Thus, if 15 per cent (or 10, or 5) of elementary school children 
qualify at present for a significantly adapted curriculum, a large? 
percentage of high school students would so qualify because of the 
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loss of those pupils unable to ascend this far, and an even larger per- 
centage of those in college. It may well be that the common school 
curriculum as presently conceived fails to exact greater excellence in 
thought, judgment, and other higher mental processes as students 
Progress through the grades. It is the writer’s observation that the 
quality of reasoning which will “pass”? a modestly intelligent freshman 
in the average college course will serve him for the same purpose as a 
Senior. The standards of expectation for student behavior should take 
better account both of the maturing intellectual processes and of the 
Sequential levels and areas of study previously accomplished by the 
Student. It may be objected that a curriculum which truly challenges 
individuals who exceed a “threshold” level in perceiving, learning, 
and thinking will place moderately gifted students at a slight relative 
disadvantage. This reversal of role might be wholesome, however, in * 
Contrast to the spuriously high accomplishment of the latter group in 
an undifferentiated sequence of experiences. 


THE INTELLECTUALLY SUPERIOR INDIVIDUAL 


The planning of educational procedures for any selected segment of 
the Population is dependent upon a knowledge of the principal char- 
acteristics which distinguish the designated group. The present section 
Contains a selection of the major facts-which research and educational 
experience have revealed to be characteristic of intellectually superior 
children and youth. Lewis M. Terman, upon whose Genetic Studies of 
Genius we draw for the data concerning the characteristics of intellect- 
ually superior persons, conceived this magnificent longitudinal study 
as a necessary background for a “direct attack upon the pedagogy of 
Sifted children.” Terman and Oden state: 


One other thing should be made clear: the investigation as planned 
was not a direct attack upon the pedagogy of gifted children; it was 
instead a search for the basic facts that would provide a necessary 
prolegomenon to further advances in this field of special training. 
Information must precede reform. It was lack of information that 
made this region the darkest Africa of education. Once the physical 
and mental characteristics and the developmental tendencies of in- 
tellectually superior children have been definitely established, then, 
and only then, is it possible to plan intelligently for their education." 
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In the laying of this necessary factual basis, Terman’s work unquestion- 
ably stands supreme. All of America is indebted to this able scientist 
and his co-workers. 

Prior to abstracting from these studies the educationally significant 
characteristics of gifted persons, however, another historic contributor 
to thought in this field should be recognized. In the manner of observ- 
ing the gifted child in an educational setting, and contributing to 
educational theory the rich insights and inferences which she derived 
from these observations, few would deny Leta S. Hollingworth perhaps 
an equal place with Terman in the history of this phase of American 
education. Working independently on the west and east coasts respec- 
tively, Lewis Terman and Leta Hollingworth, with the large number 
of students and co-workers whom they guided and inspired, deserve 
major credit for carving out the scientific facts and insightful observa- 
tions necessary to the development of a theory of special education 
for the gifted. 

Very briefly, Hollingworth’s work, though in the beginning con- 
cerned with the psychological characteristics of the bright and dull, 
subsequently assumed more and more the character of educational 
promotion and experimentation. She organized two major educational 
projects for gifted children in New York City, one in 1922 and another 
in 1936, and supervised numerous small-scale research studies of other 
students of the problem. Her diligence in promoting educational efforts 
in behalf of intellectually superior and talented students remains un- 
excelled to the present day. Because her best-known contributions were 
in an educational context, however, Hollingworth’s theories will be 
used chiefly in those sections of this work that deal with the educative 
processes. 

Terman’s Genetic Studies, on the other hand, will be drawn upor 
immediately and quite extensively, since they comprise the largest 
body of systematic data yet gathered on gifted persons. These genetic 
studies consist to date of five volumes reporting initial and follow-UP 
findings pertaining to some fifteen hundred California children testing 
within the upper 1 per cent of the general school population in general 
intelligence. Instituted in 1921, the project is reported in a series of 
which the fifth volume, by Lewis M. Terman and Melita H. Oden; 

The Gifted Group at Mid-Life (Stanford, California: Stanford University 
Press, 1959) is a thirty-five-year follow-up study. The mean chronolog- 
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ical age of the “Main Experimental Group” when first tested was 
about ten years, and the mean Binet IQ for this group of approximately 
one thousand children was 151, with a range from 135 to 200.” 

The essential findings concerning these intellectually superior young- 
sters were derived from a comparison of the main experimental group 
and a control group made up of a random sample of children of com- 
Parable age. A second group, less systematically selected and followed 
and consisting of 365 subjects from smaller urban communities, af- 
forded other comparisons; and a third experimental group of 444 sub- 
Jects admitted to the study on the basis of group tests, and including 
for the most part students of high school age, permitted still others. 
Intermediate follow-up studies were made (prior to the 1955 study 
reported in Volume V) in 1927-28, 1940, and 1945.8 

Since the academic world came to depend upon the investigations 
and inferences of Hollingworth and Terman, it is immediately apparent 
that fundamental differences which might have been revealed in the 
results of these two investigators, who were using the soundest pro- 
cedures known and working with sufficient numbers to render their 
results worthy of some generalization, would have been significant and 
disturbing, With respect to the similarity of their findings, however, 
Hollingworth herself stated in an address before the National Com- 
Mittee on Secondary Education in 1939: 


I shall not dwell here upon the present knowledge of gifted children 
as organisms. Our findings in follow-up studies on tested children in 
New York City confirm in all particulars Professor Terman’s re- 
Searches on the Pacific coast. Since these several studies have been 
carried on in complete independence, one in the East, the other in 


the West, for nearly twenty years, we may certainly feel justified in 


the conclusion that we are arriving at truth about the mental and 


physical traits and development of highly intelligent persons, coming 


as we do to the same results.” 


In like manner, had any of the minor, independent researches con- 
Sistently resulted in radically different findings, a legitimate question 
Might nace been raised as to the validity of the larger studies. Catherine 

‘Ox Miles, however, in an encyclopedic survey of the history of re- 
Search and study performed on gifted children, states that the minor 
investigations ane generally confirmatory of the major ones. In no 
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instance, apparently, were findings reported which were sufficiently 
contradictory to raise questions about the data accumulated by 
Terman.” 


The Main Body of Facts 


In the 1947 report, Terman and Oden offer a summary of w 
findings in the form of a “composite portrait? of the hypothetica 
gifted child. 


First of all, we have seen that despite many exceptions to the rule 
the typical gifted child is the product of superior parentage—superior 
not only in cultural and educational background but apparently also 
in heredity. As a result of the combined influence of inheritance and 
environment, the typical member of our group is a slightly better 
physical specimen than the average child of the generality: the eve 
dence obtained from anthropometric measurements, health histories, 
and medical examinations is unanimous and conclusive on this point- 

Educationally, the average gifted child is accelerated in grade 
placement about 14 per cent of his age, but in mastery of the subject 
matter taught he is accelerated about 44 per cent of his age. The net 
result is that a majority of the members of our group, during the ele- 
mentary school period, were kept at school tasks two or three full 
grades below the level of achievement they had already reached. In 
the earlier years, at least, the school appears to play only a minor role 
in the education of the gifted child, for among those of a given age 
there is almost no correlation between achievement test scores and 
length of school attendance. Notwithstanding this gross neglect of 
their educational needs, the vast majority of gifted children like school 
and prefer the hard subjects to the easy ones. 

The interests of gifted children are many-sided and spontaneous: 
They learn to read easily, read more and better books than the aver- 
age child, and largely educate themselves. At the same time, they 

make numerous collections, engage in all kinds of childhood activities» 
and acquire far more knowledge of plays and games than the average 
child of their years. Their preferences among plays, games, and 
amusements follow fairly closely the normal sex trends with respect 
to masculinity and femininity of interest, although gifted girls tend 
to be a little more masculine in their play life than average girls. 
Perhaps the most significant thing about the play preferences of gifted 
children is that they reveal a degree of interest maturity two or three 
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years beyond the age norm. . . . 90 per cent of the gifted subjects 
score above the average of unselected children in intellectual inter- 
ests and 84 per cent of them score above the average in social interests. 
In activity interests the gifted differ little from unselected children of 
the same age. 

A battery of seven character tests showed gifted children above 
average on every one. As compared with unselected children they are 
less inclined. to boast or to overstate their knowledge; they are more 
trustworthy when under temptation to cheat; their reading prefer- 
ences, character preferences, and social attitudes are more whole- 
some; and they score higher in emotional stability. On total score of 
the character tests, the typical gifted child of nine years tests as high 
as the average child of twelve. 

Ratings on 25 traits by parents and teachers confirm the evidence 
from tests and case histories. The proportion of gifted subjects rated 
superior to unselected children of corresponding age was 89 per cent 
for 4 intellectual traits, 82 per cent for 4 volitional traits, 67 per cent 
for 3 emotional traits, 65 per cent for 2 aesthetic traits, 64 per cent 
for 4 moral traits, 61 per cent for 2 physical traits, and 57 per cent for 
5 social traits. Only on one trait—mechanical ingenuity—were they 
rated as low as unselected children, and this verdict is contradicted 
by the results of mechanical aptitude tests. 

There are two facts which stand out clearly in the composite 
portrait: (1) the deviation of the gifted subjects from the generality 
is in the upward direction for nearly all traits. This is another way of 
saying that desirable traits tend to be positively rather than negatively 
correlated. There is no law of compensation whereby the intellectual 
superiority of the gifted is sure to be offset by inferiorities along non- 
intellectual lines. (2) The amount of upward deviation is not the same 
in all traits. It is greatest in those aspects of behavior most closely 
related to intelligence, such as originality, intellectual interests, and 
ability to score high in achievement tests. In school achievement 
the superiority is greatest in the abstract subjects and least in pen- 
manship, spelling, and routine arithmetical computations. This un- 
evenness is no greater in amount for gifted than for average children, 
but it is different in direction; whereas the gifted are at their best in 
the “thought” subjects, average children are at their best in subjects 
that make least demands upon concept manipulation, —— 

The reader is cautioned, however, to bear in mind the limitations 
of composite portraiture. The method is useful in calling attention to 
central tendencies and in providing a basis for generalization as a 
guide in educational practice, but it would be unfortunate if this 
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emphasis should lead one to overlook the wide range of variability 
within the gifted group on every trait we have studied. Gifted chil- 
dren do not fall into a single pattern but into an infinite variety of 
patterns. One can find within the group individual examples of almost 
every type of personality defect, social maladjustment, behavior 
problem and physical frailty; the only difference is that among gifted 
children the incidence of these deviations is, in varying degrees, lower 
than in the general population. . . .' 


The admirable array of data thus handily summarized allows the 
educator to infer reliably about the gifted child in general with respect 
to such educationally significant factors as family and socio-economic 
status, physique and health, personality and character, interests, and 
educational achievement. Fortunately, Terman’s data provide us with 
a picture of harmonious integration among all major and significant 
traits found in the typical intellectually superior individual. Positive 
deviations in mental capacity are apparently attended as a rule by 
positive deviations in non-intellectual dimensions of personality and 
character as well. Truly, the sound mind tends to be integral with the 
sound body. f 

But what of the gifted children as they grow into adulthood? The question 
of adult status is obviously a significant one for education, lest the 
school program be planned for a group whose present promising char- 
acteristics are reduced to insignificance as the years pass. 

Terman’s longitudinal studies disclose data which enable us to gen- 
eralize with respect to the gifted group’s maintenance of biological 
superiority and characteristic attainment subsequent to the school 
years. The obtained measures and record of accomplishment of the 
group present a picture of general superiority—of similarly, though 
slightly reduced, deviant intellectual status; of occupational choices 
that lie in the upper levels on a standard scale: of higher earned iP- 
come; and of superior achievements in the realms of art, science, a”! 
practical human endeavors. In socio-economic status, 86 per cent © 
the employed men in 1955 were in the top two classifications on the 
Minnesota Occupational Scale. The topmost classification on this scales 
by way of indicating the positions of prominence and probable leader- 
ship attained by the gifted, includes lawyers, members of college OF 
university faculties, engineers, physicians, chemists, authors, teachers 
below the college level, clergymen, artists or composers, and architects- 
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Classification IT includes owners and executives in industry, officials 
and executives in banking and finance, and other groups." 

In the service rendered during World War II the group also attained 
Positions of prominence and leadership. A summary of ranks in both 
the Army and the Navy is given in the 1947 report, the data represent- 
ing only partial accomplishments since it was gathered prior to the 
end of active service by some of the group: 


Approximately one-half (49.5 per cent) of the men in the Army 
entered as privates, and 46.1 per cent entered as commissioned 
officers. Seven men (3.4 per cent) entered as cadets or officer candi- 
dates, and 2 (1.0 per cent) as noncommissioned officers. The ranks in 
the Army at time of report (chiefly late 1945), or at time of discharge 
for those who had left the service previous to reporting. were as 
follows: privates or privates first class, 6.9 per cent; noncommissioned 
officers, 22.1 per cent; officer candidates, 1.0 per cent; and commis- 
Sioned officers, 70.0 per cent. 

Of men in the Navy, 13.8 per cent entered as seamen, 19.8 per cent 
with a petty officer rating, 3.4 per cent as cadets, and 62.9 per cent as 
commissioned officers. Their ranks in late 1945, or at the time of 
their leaving the service if before reporting, were as follows: seamen, 
3.4 per cent; petty officer rating, 21.6 per cent; commissioned officers, 
75.0 per cent. 

The officer ranks in the Army ranged from second lieutenant to 
brigadier general, and in the Navy from ensign to captain. Above the 
rank of lieutenant in the Army were 41 captains, 33 majors, 23 lieu- 
tenant colonels, 2 colonels, and one brigadier general. Above the rank 
of lieutenant (junior grade) in the Navy were 40 lieutenants, 7 lieu- 
tenant commanders, 4 commanders, and one captain. The three men 
in the Marine Corps included one private first class and 2 first lieu- 


tenants,!8 


A nd of non-military service in the interest of the war effort this description 
18 given: 


others were in 


Some took jobs as skilled workers in war plants, 
umber worked 


Significant scientific or technical work, and a sizeable n i 
in the field of personnel, labor relations, wage standards, price con- 
trol, et cetera. The gifted men were well represented in the activities 
of the Office of Scientific Research and Development, the Office of 
War Information, the Office of Price Administration, the State De- 
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partment, the Labor Department, and various other agencies of the 
government.'? 


These facts clearly denote the utility of high intelligence in adjusting 
to the special demands of an unaccustomed war regimen. 

The gifted individual’s elevated status as an adult is further cor- 
roborated by brief descriptions of individual contributions of members of 
the group while yet in their young adulthood. From a large number of 
such sketches, the following are selected to illustrate the types of ac- 
complishments that are obscured in the statistics of occupational 
brackets and other measures of socially significant achievement: 


A physicist who is extremely gifted in administration as well as in 
science is director of one of the great laboratories devoted to the 
applications of atomic energy. 

During the last year of the war, a historian served as director of a 
large project for the Office of Strategic Services, in which position he 
directed the work of more than a hundred social scientists engaged 
in research on the cultural, economic, political, and social conditions 
of the people in one of our enemy countries. He is now assistant 
director of a great foundation. 

A professor of physiology was co-director, during the war, of what 
was perhaps the most important investigation that has ever been made 
of the physiological, biochemical, and psychological effects of pro- 
longed semistarvation. The report of this research will run to several 
volumes. 

A professor in one of the applied physical sciences served through- 
out the war as director of a government research laboratory which 
employed hundreds of scientists and technicians, spent millions of 
dollars, and created devices that so reduced the efficiency of enemy 
radar as definitely to shorten the war. This man has received two of 
the highest honors that can come to a scientist; the presidency of his 
national scientific society, and membership in the National Academy 
of Sciences. 

A professor of pharmacology in a medical school has published 
more than a hundred research contributions before the age of thirty- 
five and is the executive head of his department. 

Two of our men have won national recognition as writers of fiction. 
One of these has published seven detective novels. The other, a grad- 
uate in engineering, has published dozens of articles and short stories 
based upon technological themes, three novels—one of which has 
been compared favorably with the best of its genre—and a book on 
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inventions. His magnum opus to date, a scholarly book on witchcraft 
and magic, has just been completed. 

One of our men is a relatively young motion-picture director 
who is rapidly becoming known as among the most talented in the 
country. 

Several of our women have taken a doctorate in science and have 
done creditable research. One is a metallurgist who holds a very 
responsible position in an industrial firm. One is a bacteriologist who 
holds the rank of assistant professor in a leading medical school. . . „20 


When the magnitude of such contributions is considered, and it is 
recalled that the contributors are among only one thousand of the 
intellectually superior persons as identified at ten and eleven years of 
age, of one state in the United States, the question of devising an 
€ducational scheme commensurate in design with the extreme capaci- 
ties thus represented must be accepted as of tremendous social con- 
Sequence. These accomplishments, it should be noted, took place at a 
time when educational efforts to meet the needs of such individuals 
Were not on the whole extraordinary. The promise of special education 
= increasing such spontaneous human achievements will be discussed 
ater, 


C Ontrary Instances 


We have thus far discussed the mental and behavioral characteristics 
of the intellectually superior individual from the positive side alone. 

he sensitive observer may from his own experiences have reflected 
here and there upon instances of people with brilliant minds who did 
not present this fortunate array of related personality characteristics. 

he attempt here has been to round out a description of the individual 
St high intelligence in ideal developmental and situational circum- 
‘tances, There are, of course, persons of superior biological endowment 
for whom the experiences bearing upon their development have served 
NOt to polish these native endowments, as with a good home and 
School, but rather to tarnish them. It is in the nature of scientific gen- 
“alization that the picture of an entire class be drawn from the facts 
Which are true for the larger and more representative segments of the 
Class and that exceptions be noted as aberrations of the “natural” state 
Manifested in the majority instance. It seems entirely plausible that 


When the gifted individual displays aberrant personality traits, 


8, 
CER T., West Bengal 
to... 70.. 


or fails 
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to achieve in a manner commensurate with his potential for achieve- 
ment, the causes lie in his past or present environment. 

Terman’s researches, once more, provide us with a fair survey of 
the facts concerning the nature and frequency of instances which vary 
from the expected pattern of behavior in the intellectually superior 
individual. His “C” group, the lowest 20 per cent in terms of their use 
through adult achievement of their superior intellectual ability, pro- 
vides an interesting study of gifted individuals who at the time of the 
1945 follow-up had not fulfilled the brightest promise of their youth. 
The group, numbering 150, could not be termed failures in an absolute 
sense, since it included twenty-five who were in the professional, semi- 
professional, and managerial occupations. Only a half dozen had been 
chrenically unemployed, but many more were in occupations which 
make little demands upon general intelligence. The judges who studied 
the group in an attempt to distinguish the successful from the unsuccess- 
ful used as the primary criterion “the extent to which a subject had 
made use of his superior intellectual ability.” Some of the group were 
in humble occupations by choice (outdoor work, sales work, civil serv- 
ice); many of them “were well adjusted and contented.” Often the 
difference between a “C” and an “A” is little more than a difference 
in level of aspiration. Nonetheless, this group stands as evidence that 
not all who possess superiority use it under the conditions governing 
the subjects of this study. 

As compared to the “A” group, which comprised the top 20 per 
cent with respect to full use of their superior characteristics, fewer of 
the “C’s” were graduated from college or made honors. Only 9 per 
cent of the “C's” were in the professions, as compared with 70 per cent 
of the “A’s”. The earned income of the “A’s” was more than two and 
a half times that of “C’s.” The two groups were approximately equal 
in childhood intelligence, but their family backgrounds differed de- 
cidedly. Even in childhood, teachers’ and parents’ ratings had revealed 
significant differences in personality, all ratings for the “C” group 
being lower except that for health. “Evidence of social maladjustment 
in the “C” group increased steadily from 1922 to 1940.” Leadership 
was more often displayed by the “A” group. As measured by the Strong 
Test of Occupational Interests, 23 per cent of the “‘C’s” but only 5 pet 
cent of the “A’s” earned a rating below B for the occupation in which 
they were engaged. On self-ratings and ratings by wives and parents, 


Characteristics of the Gifted 23 


the “‘A’s” were far higher than the “C’s” in perseverance, self-con- 
fidence, and integration toward goals; and in appearance, attractive- 
ness, alertness, poise, attentiveness, curiosity, originality, and, to a 
somewhat lesser degree, in speech and in friendliness. “Everything 
considered, there is nothing in which the “A” and “C” groups present 
a greater contrast than in drive to achieve and in all-round social 


adjustment.’”?! 
The “C” group shows that qualities other than intellectual capacity 


are essential to success as conceived at present. Mere possession of 
superior intellect does not assure that it will be used to its fullest 
extent. Very happy features of the current movement for special edu- 
cation of the gifted are the clear recognition that youngsters presently 
“underachieving” are nonetheless still gifted and direct attacks upon 
the causes of these defects in motivation and opportunity. 


Historical Men of Genius 

ed individuals need not stand alone. 
One of the works projected early in the series of Genetic Studies examines 
the behavioral characteristics of famous men and women of past years. 
Through an ingenious device called “historiometry,” Catherine Morris 
Cox classifies according to IQ, 301 eminent men and women living 
between 1450 and 1840. The IQ has been estimated on the basis of 
reported childhood accomplishments. Selected from the total, the fol- 
lowing names fall within the categories of intelligence measures fre- 
{uently included in current treatises on education for the gifted. This 
ist, it will be recognized, is the source of the statement cited from 
Ernest Ligon on the frontispiece of the present work. 


The contemporary picture of gift 


ESTIMATED INTELLIGENCE OF HisroricaL MEN 


AND WoMEN OF GENIUS 


IQ 120-130 
John Adams, Henry Fielding, William Harvey, Joseph Haydn, Ben 
Jonson, Lavoisier, James Madison, Rossini, Joseph Addison, Johann 
Sebastian Bach, John Dryden, Helvetius, Abraham Lincoln, Lin- 
naeus, John Locke, Horatio Nelson, Joshua Reynolds, Jonathan Swift, 


George Washington. 
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IQ 130-140 

Honore de Balzac, Robert Burns, Heinrich Heine, Christian Huygens, 
Washington Irving, Moliere, Sir Isaac Newton, Sir Walter Raleigh, 
Jean Jacques Rousseau, G. Savonarola, Benedict Spinoza, Beethoven, 
Edmund Burke, John Calvin, Charles Darwin, Erasmus, Alexander 
Hamilton, Immanuel Kant, G. Lessing, G. Mazzini, Sir Thomas 
More, Napoleon Bonaparte, William Penn, Racine, Adam Smith, 
Edmund Spenser, William M. Thackeray, Leonardo da Vinci, 
Wagner, von Weber, John Wesley. 


IQ 140-150 

Louis Agassiz, Robert Boyle, E. G. Bulwer-Lytton, Thomas Carlyle, 
Alexander Dumas (Pere), William Hamilton, Johann Kepler, Mon- 
taigne, Tom Moore, William Pitt (1708-1778), F. Schiller, William 
H. Seward, James Watt, U. Zwingli, Francis Bacon, William E. 
Channing, G. J. Danton, Charles Dickens, B. Disraeli, R. W. Emer- 
son, J. G. Fichte, B. Franklin, Galileo, Edward Gibbon, Handel, von 
Humboldt, Thomas Jefferson, Laplace, Michelangelo, John Milton, 
Daniel Webster. 


IQ 150-160 
George Berkeley, Lord Byron, L. N. M. Carnot, de Chateaubriand, 
Auguste Comte, Descartes, Hegel, Hugo, Longfellow, Mendelssohn, 
Mozart, Ernest Renan, George Sand, Walter Scott, William Words- 
worth, de Condorcet, David Hume, Samuel Johnson, Madam de 
Staél-Holstein, Alfred Tennyson, F. A. Wolf. 


IQ 160-170 
Phillip Melanchthon, de Musset, William Pitt (1759-1806), Alex- 
ander Pope, John Q. Adams, Thomas Wolsey. 


IQ 170-180 
Thomas Chatterton, Voltaire, Samuel Coleridge, Albrecht von Hal- 
ler, F. Schelling. 


IQ 180-190 
Jeremy Bentham, T. B. Macaulay, Blaise Pascal, Johann W. Goethe, 
Hugo Grotius, Leibnitz. 


IQ 190-200 
John Stuart Mill? 


Concerning the accuracy of childhood promise in foreshadowing the 


eminence achieved by these men, Cox writes: 


Characteristics of the Gifted 25 


Youths who achieve eminence are distinguished in childhood by behavior 
which indicates an unusually high IQ. . . . Accounts of the early years 
of our subjects are full of examples of early mental maturity. In their 
reported interests, in their school standing and progress, and in their 
early production and achievement, the members of the group were, 
in general, phenomenal. Later achievement was foreshadowed in 
youthful behavior, and it is probable that early manifestations of 
superior intelligence would have been found in every case had the 
records of all been faithfully kept. 

The child is father of the man: the gifted youth will be the leader 
of the future. . . . Heredity sets limits, but within these limits the 
adequate training of the most gifted—and so also of their less dis- 
tinguished fellows—may raise them to the designed stature of men un- 
marred by the defects of insufficient experience, and thus realize in 
each one the complete development of inborn worth.” 


These remarks on the potentiality of the environment in helping to 
fulfill the promise of youth are an invitation to the designing of school 
Experiences commensurate with the capacities and the needs of children 
Who will someday contribute outstandingly to the progress of the race. 


Summary of Positive Intellectual Characteristics 


els of the intelligence scale will as 
manifest broad clusters of educa- 
th a summary of 


Individuals occupying the top lev 
à group, despite contrary instances, 
tionally significant traits. We close this section wi 
these traits gathered at large from the literature on gifted children. In 


the exposition of educational principles outlined in subsequent parts 
Of this work, continual reference will be made to these mental and 
behavioral qualities. Teachers will recognize in these four groups of 
Mental and behavioral processes the basic stuff which allows, and makes 
Mandatory, an educational regimen distinctively different from that 


Possible for the generality of persons. 


MENTAL CHARACTERISTICS OF HIGHLY INTELLIGENT PERSONS 


Learning Capacity 
Accurate perception of social and natural 
into part-whole relationships. Independent, 


situations, with insight 
rapid, efficient learning 
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of fact and principle. Fast, meaningful reading, with superior reten- 
tion and recall; advanced reading ability. 


Power of Thought 


Ready grasp of principles underlying things as they are; sensitivity to 
inferences in fact, consequences of propositions, and applications of 
ideas. 


Spontaneous elevation of immediate observations to higher planes of 
abstraction; imagination; meaningful association of ideas; forceful 
reasoning; original interpretations and conclusions; creative ideas. 


Discriminatory power, quick detection of similarities and differences 
among things and ideas; able in analysis, synthesis, and organization 
of elements; critical of situations, self, and other people. 


Intellectual Drive 


Mental endurance; tenacity of purpose; stubbornness, sometimes con- 
trarily expressed as reluctance to do as directed; capacity for follow- 
through with extensive, but meaningful plans. 


Curiosity about things and ideas; intrinsic interest in the challenging 
and difficult; versatile and vital interests; varied, numerous, and pen- 
etrating inquiries, boredom with unnecessary routine and sameness. 


Breadth and Depth of Knowledge 


Intensive, detailed understanding of matters of interest, not neces- 
sarily related to amount of schooling. 


Breadth of knowledge and w 
ized often by 
standing, 


ealth of general information character- 
truly remarkable peak areas of aptitude and under- 


Practical intelligence must be brought to bear upon the potential in 
educational experience to bring to flower the capacities of contempo- 
rary youth for advancing human culture in a manner similar to that 
accomplished by famous men and women in past years. We shall 
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discuss the realities of this “promise” subsequently, as an educational 
perspective is developed. At present, it is sufficient to suggest that the 
rigorous application of imagination, and of knowledge of those be- 
havioral sciences most pertinent to educational and developmental 
Processes, to the planning and implementation of an increasingly excel- 
lent educational program will improve significantly upon the yield 
Presently gained through formal schooling. Certain (genuine) feats of 
intellect by persons in our own times have been paraded across the 
living rooms of America in recent years through the media of radio 
and television. Teachers are beginning to realize a potential for learn- 
ing in some of their pupils which extends far beyond the requirements 
of the standard curriculum in school. The “flesh-and-blood” manifesta- 
tion of significantly superior human abilities all around us is enough 
to suggest that the proper shaping of educational experiences can lead 
to increased attainments beyond those directly provided for by cur- 
ricula designed, or developed by accident and tradition, for the gen- 
erality. We must now proceed to an examination of certain perspectives 
Upon an educational process specifically pointed toward the needs of 


the gifted. 


cha pter | THE NATURE AND SIGNIFICANCE 
OF EDUCATION FOR THE GIFTED 
two 


Thus far the intellectually superior individual has been characterized 
with no attempt having been made to expl 
selected from which to review the educativ 
position that the school should attempt to i 
and to develop these specific abilities thro 
offerings. The position taken on this point 
since it is of critical im 
theory. 


ain why this basis was 
e process rather than the 
dentify all sorts of talents 
ugh its various curricular 
must be defended in detail 
portance as a basis for the ensuing educational 


GENERAL INTELLECTUAL SUPERIORITY AS A BASIS 
FOR EDUCATIONAL PROGRAM MING 


At first glance, a conception of diffe: 
general intellect mi 


the case. T 
general in 
which to 
aptitudes, 
of psychol 


rential education based upor 
ght appear to be quite narrow. Actually this is not 
here are lines of logic and of empirical fact which establish 
tellect as far and away the most justifiable quality upon 
base educational Practice. The broad inclusion of specific 
on the other hand, is difficult to justify on the grounds either 
ogical conception and instrumentation (trait definition and 
measurement) or of the educational Process through which such loosely 
28 
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identified traits are supposedly developed. Claims should be more than 
optimistic verbalisms and should be supported by more than simply 
well-intentioned efforts. Particulars of both psychological science and 
educational process must implement and validate all purported objec- 
tives. Difficulties in these respects that are inherent in the broader 
Claims so frequently made today will be pursued in an attempt to sug- 
Sest that general intellect is still the fairest basis for differential gen- 
eral education. 

First, the relationships between the nature of general intelligence and 
the nature of specific aptitude must be examined in order to determine 
Whether there are distinctive properties in aptitudes, presently known 
and operable in the behavior of children, such that a theory of educa- 
tion developed around general intelligence alone fails to discharge the 
Public responsibility. This phase of the argument will be based on 
Psychological theory. Second, the argument in terms of educational 
theory will examine phases of the educational process as organized in 
American culture and make suggestions toward the nature of general 
Cducation as distinct from special training. These two levels of argu- 
Ment will comprise the brief that areas of specific aptitude, apart from 
Seneral intelligence, can at the moment be neither identified nor de- 
veloped, 


Povchological Theory: General Intelligence and Specific Apiitudes 


Ts there justification in psychological theory for the claim that specific 


aptitudes can and should become the basis for academic programs in 
the American school—i.c., do the processes involved in the behavioral 
€xpression or manifestation of specific aptitudes differ from those ex- 
Pressing general intellect? Or, again, is there substance to such claims 
at the level of instrumentation—i.c., do psychological tests exist which 
enable us to appraise these differences with sufficient precision that 
Pupil identification procedures for specific aptitudes become distin- 


Suishable from those used to identify general intellectual superiority? 
ore adequate conceptions of the nature 


far in a closer rapprochement between 

finitions of intelligence and aptitude. The search for a basic catalogue 
°f specific mental “properties, “primary mental abilities,” has been 
Pursued most profitably through statistical treatments which collect 
around central axes all items in tests which appear to accomplish an 


The continuing search for m 


of intelligence has resulted thus 
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identical purpose: succeeding analyses continue to the point at 
all significant clusters of behavior evoked by known intelligence wei 
items are formulated. Such studies of the measurement of mental ap 
ities permit standard texts on educational measurements to refer es 
“aptitude” as “specific intelligence.” To think of general ie 
as a sum of all specific capacities and, conversely, of aptitudes as 7 
tailed measures of specific aspects of this intelligence is about as a , 
educational practice can go with what is firmly known in psychology 
today. i thich 
The more recently developed intelligence tests include items W Pal 
educe behavior in the major categories of these specific testable eee 
Factors variously designated tap verbal and ideational processes 4 = 
also processes involving quantitative, configurational, and spatial “il 
alities, two broad Categories found to subsume most of the traits a ee 
narrowly defined. Hence, a general intelligence test that labels pa 
various subordinate dimensions and a “battery” of aptitude tests a 
essentially the same thing; they both evoke practically all relia 4 
known and significant behaviors, both general and specific. That the se 
sub-categories are labeled variously is more a tribute to deficient te! 


minology in the field of Psychology than it is to differences, de facto, P 
behavioral qualities, 


Further, the search for behavior. 


. à o . . s, o! 
given single areas of vocational application, or even to basic modes 
mind used in inquiry after knowl 


\ edge, has been largely unrewarding 
to date. General intellectual adequacy (efficiency, power) appears t 
pertain very much alike to all of the diverse pursuits of engineering» 
doctoring, legalizing, or theologizing. Again, high intelligence woul 
seem to be a prerequisite for both, but not a distinguishing factor þe- 
tween, the able and productiv 


High School in New York City was 
the more admirable attempts to develop Specifi 
temporary movement of education for t 
traits indicated as critical to the selec 
of education in natural science could w 


€ abilities in the cO™” 
he gifted, Nonetheless, the very 
Fhe OF Pupils for this prograi™ 
ith equal Validity be used in the 
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election of promising students for history, sociology, or linguistics, if 
personal interests ran in any of these veins. Brandwein states, for 
example: 


Hence, the base level of the Genetic Factor was set operationally 
at 135 IQ, reading score of fifteenth year plus (based on the ninth 
year), an arithmetic score of twelfth year plus, and a scholastic ave- 
rage at the ninth year of 90 percent or above.” 


That these criteria pertain to productivity in the natural sciences can- 
not be denied. It can be denied, however, that they pertain exclusively 
to such productivity (with the possible but not necessary exception of 
mathematics) and are distinguishable from traits which pertain to the 
excellent pursuit of disciplines other than the natural sciences. The 
same criticism applies to other interesting new designations used by 
Brandwein for familiar psychological traits, such as predisposing factor, 
Persistence, and questing. 
Social leadership as a specific trait displays, if anything, even further 
difficulties at the level of definition. The following citations from a 
chapter on this topic by Robert F. DeHaan indicate the status of the 
Search for specific identifying characteristics: 
. there is no single physical-factor group of factors which differ- 
entiates leaders from nonleaders. 


Intelligence is another trait which is often supposedly associated with 


leadership. . . « 

Self-confidence is another attribute which is often thought to be 
associated with leadership. Social ability, will, initiative, persistence, 
ambition, dominance, surgency also appear to be related to leader- 


ship... . 

hip is not a unitary trait or ability but, 
personal abilities and traits (which in 
inent and, thereby, eligible for the 
s consistent performance as a socio- 


It is clear then that leaders! 
rather, that it is made up of 
some way make a person prom 
position as head of a group) plu 
emotional specialist and a task specialist. 


Developing the socioemotional aspect of leadership behavior often 
comes closer to being psychotherapy than education proper. The 


person who is most sensitive to the needs and feelings of others, who 


can give and receive affection, release tension, show agreement in a 


v 
N 
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group and facilitate a feeling of group solidarity can probably best 
perform this aspect of leadership behavior.” 


This heterogeneous assemblage of popular conceptions (will, prominence, 
social ability) and loosely suggestive psychological conceptions (show 
agreement in a group, facilitate a feeling of group solidarity) could also be 
considered useful to the medical doctor in his bedside manner with 
patients, to the school teacher in his relationships with pupils in the 
classroom, and, possibly above all, to mothers in the general practice 
of motherhood. Thus, where a distinctive and exclusive trait or trait 
cluster still remains to be identified, it is illusory to claim that educa- 
tion for such traits is possible. 

Again, from a somewhat different point of view, psychological theory 
supports a reasonably close relationship between general intelligence 
of a high order and extraordinary aptitude in specific areas. High 
general intelligence involves perceptual efficiency, adequacy in evolv- 
ing and manipulating higher syntheses of ideas, and more complex and 
subtle inferences based upon such complex syntheses. Higher mental 
processes of this nature are the cognitive essence of creative acts in 
whatever field they might occur. Students of the problem of creativity 
have noted the all-round brilliance of such specifically creative indi- 
viduals as Mozart, Newton, Cellini, and Rembrandt. The generaliza- 
tion is effectively stated by Terman: 


Granting that both interest patterns and special aptitudes play im- 
portant roles in the making of a gifted scientist, mathematician, 
mechanic, artist, poet, or musical composer, I am convinced that 
to achieve greatly in almost any field, the special talents have to be 
backed up by a lot of Spearman’s g, by which is meant the kind of 
general intelligence that requires ability to form many sharply de- 
fined concepts, to manipulate them, and to perceive subtle relation- 
ships between them; in other words, the ability to engage in abstract 
thinking.” 


It may be noted further that the accomplishments of historical men 
of genius in areas other than those of singular merit are often such as 
to justify the designation of “genius” even in the tangential area of 
interest (e.g., Thomas Jefferson). This fact suggests once more the 
tendency toward non-specificity of truly great human abilities.?8 
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Contesting the propriety of educational programs for particular gen- 


ius, McClelland and his colleagues state: 


But the whole orientation of such an approach is wrong. It places 
far more emphasis on talent potential as a fixed attribute of a few 
any reason to suppose is true. Rather, talent 


widespread, a characteristic which can be 
sorts by 


people than we have 
potential may be fairly 
transformed into actually talented performance of various 
the right kinds of education. If so, the emphasis should shift from 
identifying talent potential to studying the process by which talent becomes 
actual, by which it develops. Such a focus requires above all a knowl- 
edge of theory—an understanding of what we are measuring, how it 
develops under different circumstances, and how it is related to the 
ultimate criteria of talented performance which we want to predict. 
Until we achieve these goals, our ignorance of the process by which 
talented performance develops will remain an outstanding gap in 


current talent research.” 


This Possibility that specific aptitudes are largely dependent upon the 
Nature of the individual’s experience adds a new dimension to the 
Present claim against the soundness of programs purporting to deal 
With aptitudes already manifest at given age levels. It is doubtful that 
Sufficient evidence exists to support as fact the possibility suggested by 
these investigators; but the mere possibility of the truth of the proposi- 
tion indicates an order of primacy in scientific inquiry and in social 
Programming. The question whether aptitudes are biologically inher- 
nt for the most part—psychological realities that must be respected 
as they are—or can be originated and developed within generally able 
individuals through particular experiences must be resolved as a neces- 
Sary first step, and a fascinating one indeed, before practical endeavors 
are systematized toward training aptitudes as they presently tend to 
merge, The reversal of this order suggests the idea developed by 


enry E, Garrett” that specifically designated aptitude tests which 
ne another establish through their titles 


bly even closer to the McClelland group’s 
on’s familiar concept that diagnosis some- 
times occurs before the fact and contributes ipso facto toward the actual- 
ization of the hitherto non-existent quality. The lack of moral circum- 
Spection lies in the degree, perhaps not great, to which fixation in an 


overlap seriously with © 
traits by fiat.” And possi 
Meaning is Wendell Johns 


> 
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arbitrarily chosen behavioral dimension can occur through specific e 
perience, as distinct from biological inheritance. What sanction can be 


found for efforts directed toward increasing the number of engineers 
over that of poets? 


The Educative Process and Aptitude Training 


To summarize the argument thus far, the behavioral sciences are not 
developed to the extent that specific aptitudes can be adequately de- 
fined, identified, and measured; therefore, prescriptions for the cultiva- 
tion of specific aptitudes cannot be devised. 

The second phase of the argument against claims that the commi 
school can and should accomplish the training of artists in art an 
musicians in music is grounded in educational theory, as distinct na 
psychological. We must first consider at reasonable length the nature 0 
“general” education, as distinct from “special” education.® Bama 
tional theory, unless the concept is otherwise qualified (i.e., pene 
education, teacher education, engineering education, etc.) is develope 
around the notion of what experiences are constructive for people ut 
general, in the conduct of general affairs, i.e., common understandings 
essential to satisfying and constructive participation in the social insti- 
tutions of their time. l 

From the beginning of the graded sequence in the American eno 
to the end of the junior high school, as is well known, essentially bs 
formal school experiences are required. At these levels in the child > 
development, curricular structure prohibits too early specialization, E 
favor of the progressive development of the child on commonly neede 
behavioral fronts. The concern for general education continues into the 
college years; there the issue of when to begin specialization, and 1” 
what proportions it should be introduced, becomes so critical w 
entire institutions emerge on one side or another. Thus the “libera 
arts” college exists, as distinct from the “university.” In the latter 
institution there is a typical pattern of approximately half genera 
studies (the first two years) and half specialization (the major and 
related fields of study) leading toward or accomplishing vocation@ 
preparation. 

The first point in the argument against the school’s assumption of 
too broad responsibilities is based on a logical interpretation implicit 
in the concepts involved. General education involves and is grounded in those 
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experiences serviceable in educating and training common higher mental processes 
such as are tapped by the general intelligence test, as distinct from the education 
and training of idiosyncratic mental processes, as yet undefined and unmeasured, 
but hypothetically proposed as existent and discretely operable. The instruc- 
tional program for general education should basically engage common 
intellectual potentials, such as reasoning, judgment, abstraction, and 
understanding per se, rather than particular children’s aural or visual 
sensitivity which contributes to specific aptitude for tonal or graphic 
art. 

General education enhances the understanding of nature, and of man 
and his institutions and ideas, for the sake of what might be termed 
ate an earlier sense “philosophical” purposes. What things are real? 
What things are good? What things work, and why? This cultivation 
of understanding contributes pervasively to man’s functioning as a 
Citizen, a member of a family, and a friend or foe of given causes. It 
Dap contribute, and should, to the manner in which a person perceives 

is vocation and the use which he makes of his particular talents. But 
neither the purposes, nor the processes, nor the products of the voca- 
tional training of the artistically talented in art are the same as those 
of general education; and the excellent conservatory training of the 
talents (identified as best possible) of the musician differs from excel- 
lence in the general education of the musically talented person. It is 
the wholeness of the talented engineer or architect for which the com- 
mon school is properly responsible, the education and elaboration of 
MS pervasive modes of thought and behavior, rather than the cultiva- 
tion of idiosyncratic particulars, no matter how significant these may 
be Personally and socially. Miseducation does not occur because voca- 
tional training must begin at some point in youth but because general 
Education unnecessarily drops out of primary focus. 
_ Closely related to this point is the problem of the maturation of the 
Individual within a social context. Before the individual is sufficiently 
Mature socially and biologically for direct accomplishments within the 
area of his particular genius, experiences catering to the special apti- 
tude are different from the pointed, specialized training leading toward 
adult competencies. Such experiences contribute toward the indirect 
Nourishment of the specific interests, provide outlets for intrinsic needs, 
and allow for the maturation of the personality in accordance with 
its own dynamics. But the deliberate educative process should not conduce 
directly toward the precocious development of special abilities out of 
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context with concomitant maturational elements or opportunities 
within the culture. The ten-year-old “astro-physicist” is scarcely yet a 
responsible, productive figure in the science or technology of outer 
space. It is plausible conjecture that educational experiences ere 
his field of special competency (i.e., in the present illustration, sone. 
ethics, logic, semantics, philosophy of science, exceptional pursuits ie 
mathematics, etc.) will serve him better in ultimate accomplishments 
toward human welfare than would immediate and continuing pressure 
in the direction of the specific competency. miie 

It may be pertinent to examine several practical features ol me 
school as it has developed in American society. The structure of the a 
riculum that the usual school offers is appropriately consistent with wha" 
we term general education. The curriculum samples from the lg 
of knowledge already attained through various modes of inquiry: d 
explores into this cumulative heritage but, as can be readily observe® 
does not attempt to develop the process skills internal to the diferen! 
branches of knowledge. The general education curriculum, under a 
most any of the diverse conceptions that have been attached to it, A 
knowledge as a means toward other ends, not as a means toware 
further knowledge in the same vein. The development of future me 
torians through studies in historiography or the development of medica 
practitioners through laboratory skills both proceed under a rationale 
that sets them apart from general education for the citizen.®? Studies 1” 
the content of history, however, or in personal health, both belong to 
general education for all. 


School subjects must be handled by school teachers. In the patter” 
of training for the American school 
some 125 to 140 semester hours of studies all told, approximately 1 
to 18 hours each in an eight-semester sequence. Of these studies, aP“ 
proximately 60 hours will be devoted to general or liberal educatio”: 
In the remaining 60 to 70 hours, the student undertakes such special- 
ization as the institution provides for and Pursues elective courses that 
accomplish for him various purposes, The Courses designed to acquaint 
prospective teachers with the heritage of the school in American society 
are known as “professional education,” and their pursuit typically oc- 
cupies some 20 to 30 semester hours of the total in a four 

Now in this preparation, concerned as it js with ge 
and an introduction to the problems of education į 
society, there is little experience which brings the pro 


s esucs 
» the prospective teacher purst 


-year program: 
neral educatio” 
n a democratie 
spective teacher 
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velopment. 


insights concerning special aptitudes and their guided de 
general 


On the other hand, the claim is more reasonable that such 
Courses as educational psychology, curriculum theory, and instructional 
methods and materials, as well as subject matter preparation, equip 
the teacher with comprehensive, though elementary, understandings 
of the nature of mind as a whole and its development through expe- 
rience. These mental processes pervade all the academic behavior of 


the child and therefore involve all the teachers in his general cur- 


riculum, i.e., in courses in language arts, social studies, mathematics, 


and the natural sciences. The elevation of general experience for the 

Sifted child is possible and practicable in this respect. In a discussion 
§ g 

of “the educational problem,” McClelland and his colleagues state: 


Suppose we could locate that sleepy boy in the back row, the 
potential poet; what would we do for him? Would we offer him a 


liberal scholarship to one of our better private schools? Would we 
“enrich” his curriculum with special readings in poetry, Or in the 
Greek classics? Or would we perhaps excuse him from school re- 
quirements altogether on the ground that he would do better as a self- 
educated man? Or would we supply him with a vocational counselor 
who would help him find his real niche in life? These are not silly 
questions, The plain fact of the matter is that we do not know what 
we would do; we do not know enough about what goes into the 
making of a poet. We may know somewhat more about what goes 
Into the making of a scientist or a professor (based on IQ tests and 
academic training); but we still know far too little to be confident 
about how to develop talented performance out of talent potential. 


This phase of the argument suggests, then, that general education 
Properly bears upon the general qualities of mind possessed by the 
individual and only indirectly upon his specific talent per se. Premature 
forts to develop these talents directly are misplaced. The individual’s 
Need for total maturation and society’s limited tolerance for individual 
differences suggest the undesirability of contributing to the prodigious- 
ness of children. And it is highly questionable whether the ultimate 
Zains from present educational endeavors bearing upon particular 
Senius add very much to those delicate, unknown processes of creative 
Senius itself. Certainly experimental evidence is lacking that attempts 
at special education for musical talent in the common school have in- 
reased the number of significant artists in this field. 
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Conclusion of the Argument and Some Positive Considerations 


Those school systems which claim to develop educational programs 
around specific aptitudes do not do so in fact. The reasons for their 
failure, even in the face of vigorous and earnest endeavors, are evident 
in psychological theory and in the nature of the educative process- 
If it is impossible to establish usable definitions for specific traits, iso- 
lating each particular quality from the matrix of the total personality 
so that operable educative processes can be directed exactly toward it, 
and if neither the structure of the educational curriculum nor the 
preparation of school teachers is or can be geared realistically toward 
the implementation of such desirable intentions, then the enterprise 1$ 
impossible of execution. We have noted further the theoretical in- 
consistency of the common school’s attempting to accomplish the spe 
cific artistic training of a Pablo Casals, a Norman Rockwell, or a 
Frank Lloyd Wright, or the scientific genius of a Robert Oppenheimer 
or a Norbert Wiener, rather than the excellent general education O 
such persons. 

The foregoing argument is not intended to suggest the abrogation 
of public responsibility for the priceless gift of genius. There are g0° 
and valid means through which the school program can recognize am 
relate to the specific aptitudes of pupils as the behavioral sciences 
progress toward more adequate conceptualization and instrumentation- 
By way of ending this section on a positi i eth- 
oh will now Satara a lal 

First, it should be recognized that general education for the gifted 
also serves to enhance their specific talents. Educational literature 15 
replete with injunctions against the too narrow education of scientists 
and technicians. What is usually proposed as essential to the more com- 
plete development of specialists is a grounding in exactly the type of 
general education which is recommended here and which will be 
treated further at a later point. Specifically, improved general educa- 
tion is appropriate in that it tends to support the judgmental and 
inferential properties of behavior in the context of which the specific 
talent becomes manifest. 

Secondly, general education—the education of the whole person— 
also involves the development of non-intellective dimensions of per- 


sonality. It is well known that many artists (Callas, Wright), statesmen 
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(Strauss, Stassen), and scientists (Oppenheimer, Rickover) have suf- 
fered unnecessary difficulties in human relations, difficulties which have 
tended to hinder the more fruitful pursuits of their particular abilities. 
It is a better natural scientist who can perceive the function of science 
in culture and a better statesman who can reckon effectively with 
motives and skills less idealistically directed than his own. Therefore, 
in an indirect manner, through the education of the person with talent 
as distinct from the development of the talents per se, the general 
education curriculum does contribute to the nurture of great human 
abilities. 

At the same time, this supportive function can operate in a total 
school program that allows for and expects the relatively untrammeled 
Pursuit of particular interests by way of elective experiences and op- 
Portunities for expression. The elective system accommodates indi- 
Vidual interests by permitting some choice of courses among a variety 
of specialized arts and sciences. It allows the child driven intrinsically 
toward a particular area of achievement to follow his spontaneous 
bent in that direction. This type of “natural” pursuit of a particular 
interest, while the dominant influence is toward general experience, 
might well be just enough to afford the specific talent an opportunity 
to ripen at its best rate, governed more by biological determination 
than by administrative guesswork. This much individualization of the 
Prescribed curriculum is wholesome on all known grounds. 

And last by way of positive considerations, it is suggested that the 
educational program serves both the child and society by the mere 
Process of calling attention to significant exceptional personal char- 
acteristics. The school is not necessarily the only social agency that 
Can contribute to the development of human potential. Society has not 
kept Pace with the progress of science in devising institutional arrange- 
ments which will capitalize upon human genius—financial awards, 
temporary and intermittent residential communities of developing 
Prodigies, and apprenticeships of the potentially able to those already 
demonstrably able in the various frontiers of culture. The school can 
arrange for the systematic search for talent and call its discoveries to 
the attention of children, parents and the community leadership 
(governmental bodies and private benevolent enterprises). Ordinary 
Suidance procedures allow for this type of home-school-community 
Co-operation, and parents and community could be urged even more 
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n AS on 
vigorously to bring supplementary efforts and facilities to bear up 


á se x : = in his 
the talented child’s promising capacity at appropriate points 1 
total development. 


Among practices specifically involving community efforts he geil 
and train artistic talent, a continuing program in the New a 
approximates closely the type of adjunct service to the gee 
program of the school which the present work suggests. The “* 
annual search for musical talent in the schools, sponsored by ¢ 


i jh eee : > cece EA 3 . news 
New York Times and radio station W QXR, is described in a 
account: 


This year young music students will be judged by a panel consist- 
ing of Rudolf Serkin and Van Cliburn, pianists; Leonard Bose 
*cellist; Isaac Stern, violinist, and Abram Chasins, music director O 
WQXR. og 

As in the past the project is open to gifted young pianists, violinists 
and ‘cellists in the ninth through the twelfth grades who attend pub- 
lic, parochial and private schools in metropolitan New York and 
neighboring states. 

All successful applicants will, aft 
heard by the panel, and the most ti 
to make radio and concert appear 
Musical Talent in Our 
concerts of the N 
Society.™ 


er a preliminary screening, be 
alented will have the opportunity 
ances. Previous participants in the 
Schools series have appeared with the youth 
ew York Philharmonic and the Little Orchestra 


The use of accomplished artists in the identifying process, the provi“ 


š ae he 
xperience, and the directing of t ‘ 


this enterprise. 

In sum, the theory proposed here Sanctions full use of reliable knowl- 
edge of psychological variables and developmental processes. To the 
extent that elective offerings in the common school program allow fO" 
exploration of the various arts and sciences as a means toward greate" 
understanding, or toward the incidental satisfaction of intrinsic nie” 
ests, specific courses and activities are Justified; to the extent that the 
graded school curriculum is stretched toward attempts to accomplish 
the specialized functions of conservatories and graduate schools, the 
efforts are not justifiable and are not wise. 
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THE SOCIAL SIGNIFICANCE OF SPECIAL EDUCATION 
FOR THE GIFTED 


ease i rou traditional processes requires imagina- 
w a certain willingness to traffic in the ideal and the potential, 
i the present reality. Since this work proposes such a 
a arture, imaginative statements concerning the possible effects of 
Proved education for the gifted are appropriate. The possible effects 
of deliberate efforts to devise suitable educational experiences for such 
Persons are far-reaching indeed, and the social significance of the 
enterprise is apparent from several points of view. 
ees American educational practice has first recog 
al needs of deviant groups that were handicapped in various ways. 
a concentration upon a more adequate program of training for the 
a lcapped is itself a profitable enterprise from the social point of 
fi oe The gain in bringing a dependent child to the point of self-suf- 
negy in an economic sense, Or ina psychological, is immeasurably 
Significant to the individual personally. To the society which supports 
and nourishes him the investment in educational procedures yields a 
Teturn close to the amount of the investment itself, somewhat more or 
Somewhat less. In the democratic ideology, the personal elevation 
‘self would be worth disproportionate social investment; the additional 
yield of economic and personal sufficiency adds appreciably to the 


Worth of the undertaking. 
Pa the exceptionally able a 
en value of past and continu 
Nee and art achieved by men and 
Mediately a practical value more in the propor’ 
one, or ten, or even a hundred thousand-to-one, rather than the more 
Nearly one-to-one return in the education of the handicapped. In 
Proper context shortly, the question will be raised “What could the 
World afford to pay for the cure of cancer ten years earlier than it will 
€ventuate in the natural course of events?” This particular question 
Suggests the advantage in general of deliberate, radical, and imagina- 
tive attempts to reconstruct the educational program for young people 


i e 
who show present signs of great human abilities. 
Ligon’s practical adaptation of Catherine Cox’s studies of historical 


men of genius (frontispiece) suggests the presence in schools throughout 


A departure from routine and 


ognized the 


re concerned, simple reflection upon 
ing contributions in all branches of 
women of genius suggests im- 
tion of one thousand-to- 
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America today of boys and girls who possess intellectual abilities simi- 
lar to those of men like Copernicus, Luther, and Jefferson. Such an 
idea is staggering. And yet, in the absence of reason for believing that 
the present childhood generation is more devoid of potential for em!- 
nence than past generations have been, it can scarcely be denied that 
youth of the potential of those men mentioned are enrolled in the 
common schools. ; 
Of the promise that these mentally gifted individuals hold for society 


many acknowledgments may be found. Two of Hollingworth’s dra- 
matic expressions, for instance, are: 


Turning to positive considerations, we know that these pupils—they 
and no others—will possess as adults those mental powers on which 
the learned professions depend for conservation and advancement. 
Also, we know that they will be the literary interpreters of the world 
of their generation. And they will be the ones who can think deeply 
and clearly about abstractions like the state, the government, and 
economics. We know this because we have seen a group like this 


“grow up” over a period of fifteen years, and we know what “became” 
of every one of them. . . 36 


and 


More and more it becomes clear that human welfare on the whole 
is much more a matter of the activities of deviates than it is a matter 


Worthy of special thought are those 
view expressed by Edward Lee Thor 
ability. His imagination is not centered 
process; rather it points to social imp 
high ability, and to the values placed 
in his Human Nature and the Social Order 
passages selected to represent the esse 
respect to the values resulting from a 
greatness, he writes: 


ndike with respect to superior 
at this point on the education@ 


upon it. From a single chapte" 
(“Great Abilities”) come thes® 
nee of his point of view. With 
n early realization of potentia 


Superbly penetrating points al 


The Nature and 


It is probable that a continuous account of the superior abil 
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ities 
22, with provision to keep careers 


that appear at ages 14, 18, and 22, 


Open for their talents, 
nine out of ten of the 


o; 3 i 
$ nly moderately, the investment may yet 
In . 

a hundred of those near the top is ena 


of work than he would 


The full argument in support of this conclus: 


intricate, but its gist m: 
could afford to pay to 
fashionable for nations 


by force, ten years sooner than it w 


Even a slight rise in a v! 
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Nobody knows how many of the very high possibilities in the genes 
of the ten million persons born in this country from 1870 on who sur- 
vived to age 50 or later, have been realized. To be definite we may 
consider the fate of the top thousand in the ten million, that is, the top 
one per ten thousand. If some omniscient guardian angel could have 
recorded the possibilities of each of the ten million at conception, at 
birth, at age 5, at age 10, at age 15, at age 20, at age 25, at age 30, 
and so on, nobody knows how fully the possibilities existing for any 
thousand at any age were realized in their lives thereafter. But not the 
most ardent believer in the relative importance of the genes and their 
tendency to find or create the environment they need, would claim 
that the possibilities were 100 percent realized.” 


And finally, with respect to the proportionate value of the gifted when 


they occupy the apex of a pyramidal organization of talents bent in @ 
common direction: 


To make the matter more realistic let us suppose that the services 
of Mr. Gifford, the president of the American Telephone and Tele- 
graph Company, have in the last ten years added one one hundredth 
of one percent per year to the cheapness, accuracy, convenience, etC., 
of telephone use. They probably have done more than that. If every 
group of persons on the company’s payroll for a sum of salaries equal 
to his salary ($210,000) had done as much, telephone service would 
have been improved beyond recognition. If by paying him or some- 
body else $420,000, this addition could have been two hundredths 
of a percent per year instead of one, it would have been a marvelous 
bargain. The addition of three hundred switchboard operators to 
speed up service, or two hundred linemen to reduce breakdowns, 
which would cost as much or more, would be as one drop to a bucket- 
ful of value.“ 


That the distribution and use of great abilities is not so mathe- 
matically precise as is implied in these sketches, Thorndike more tha? 
many others, was aware. This exercise of imagination, however, 1S 
stimulating and enlarges expectations as to superior abilities generally 
and intellectual superiority specifically. The use of high capacities; 
and the values placed upon them by any particular society, is of course 
the function of a more broadly conceived policy than that for which 
the educator is responsible. At the end of his defense of higher salaries 
for superior executives, Thorndike expresses uncertainty that pecuniary 
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rewards will accomplish what might be better effected through a sys- 
tem of values altered toward greater appreciation for superior social 
contributions. Thorndike’s observation in this connection, when ap- 
plied to the jolt the Western World received as Russia’s dramatic 
scientific and technological feats ushered in the space age, testifies to 
the latent value inherent in his vision. 

In view of the convincing nature of such arguments, it seems strange 
that people are occasionally found who object to special education for 
the gifted. Until quite recently, one interested in this cause could expect 
to encounter the argument, for instance, that such provisions violate 
the democratic process. Adams and Brown took note of this argument 
some thirty years ago and cited Dewey as having spoken of the “‘para- 
dox” in democratic thought: 


tendency of democracy has created a problem in 


The leveling 

American public education. Of this paradox Dewey has said *“Democ- 
racy has been unjust to the gifted student.” Our political philosophy 
has announced equality of creation; our educational philosophy has 


translated this concept into equality of opportunity.” 


To trace the ramifications of this argument is not so necessary today, 
in a changing climate of opinion. The counter-argument, however, 
and an overall point of view with which this book is in harmony, was 
eloquently expressed in the recent report of the Rockefeller Brothers 
Fund, Inc. Commenting upon the “tug of war between equality and 
excellence in a democracy,” the report states: 

irage high individual performance. 


om the mainsprings of its dynamism 
ditional democratic invitation 


Every democracy must encou 
If it does not, it closes itself off fr 


and talent and imagination, and the tra 
to the individual to realize his full potentialities becomes meaningless. 


More, perhaps, than any other form of government, a democracy 
must maintain what Ralph Barton Perry has called “an express in- 
d distinction.” 

losophers who made equality a central 
term in our political vocabulary never meant to imply that men are 
equal in all respects. Nor do Americans today take such a view. It is 
possible to state in fairly simple terms the views concerning equality 
which would receive most widespread endorsement in our country 
The fundamental view is that in the final matters of human 
en are equally worthy of our care and concern. Further, 
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we believe that men should be equal in enjoyment of certain familiar 
legal, civil, and political rights. They should, as the phrase goes, be 
equal before the law. 

But men are unequal in thcir native capacities and their motiva- 
tions, and therefore in their attainments. In elaborating our national 
views of equality, the most widely accepted means of dealing with this 
problem has been to emphasize equality of opportunity. The great ad- 
vantage of the conception of equality of opportunity is that it candidly 
recognizes differences in endowment and motivation and accepts the 
certainty of differences in achievement. By allowing free play to these 
differences, it preserves the freedom to excel which counts for so 


much in terms of individual aspirations, and has produced so much 
of mankind’s greatness. 


It will be understood, of course, that special education for the intel- 
lectually superior does not guarantee notable achievement on the 
part of each gifted person receiving the education. Scarcely more than 
common sense is needed to realize the number of variables that PC” 
tain to the frtiuion of the promise of youth, variables involving the 
whole matrix of social and personal circumstance surrounding the 
developing person. Even within the psychological traits denoting high 
ability, enough has been said in this study already to indicate that the 
prediction of notable achievement from the mere presence in childhoo 
of superior potential is a process far from sure. Only when the behav- 
ioral sciences have been developed well beyond their status at present 
will a sufficient reliability of prediction be attained. The argument u 
this work is predicated upon the enhanced probability that youth identi- 
fied early by the best present techniques, and schooled in a genera 
education program which is the best that imagination can devise, W! 
accomplish more than if they remain unidentified and accomplish 
routinely a program of education devised for persons of ordinary 
ability. 

Reflection, once more, upon the historical achievements of men and 
women of genius and upon the contemporary achievements of adults 
in Terman’s gifted group indicates the real promise of special educa” 
tion for the gifted. Intelligent and purposeful educational planning; it 
is reasonable to expect, will result in (1) the identification and develoP” 
ment of more people of superior ability, (2) their improved preparatio? 
for productivity because of experiences more appropriate to their 


learning capacity, personal need, and anticipated social role, and 6) 
3 
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Faas of such persons into socially valuable enterprises earlier 
tipon the t as present system, where years of schooling encroach even 
Ty period of normal adult productivity. 

car peste be noted first in the top level of creative genius, in 
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Feel, ta ational roles in an advanced and complicated culture. The 
* for better educated, more extensively trained persons for mere 
ee in this complex, diversified economic, political, and in- 
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the practical management of megalopia, or 
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electronics engineering, 
eta eben behavioral sciences, there is an incre 
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chapter TOWARD AN EDUCATIONAL THEORY 
three 


The radical transformations in human culture that have characterized 
the past hundred years are frequently remarked upon by social scien 
tists. So great are the changes imposed upon man’s social institution” 
and therefore upon man himself, that the suggestion has been ma 

that modern man in the modern world is a different reality iar 
ancient man in the ancient world. Sociologists have brought out ved 
clearly the fact that advances in man’s discoveries concerning the 
operations of nature, and the consequent technological reconstructio” 
in his way of controlling nature, affect economic behavior, $°°!# 
customs, and even the beliefs and values derived from an older culture 
Students of this process of change predict an increasing pace, rathe! 
than a foreseeable decrease. What, then, should be the character ° 
the new-world education for those youth who promise to be the most 
effective human agents in reckoning with and furthering these changins 
circumstances? The present chapter offers a framework for thought 
about this problem composed of three parts: (1) a setting, in which 
certain characteristics of the contemporary world are indicated; (2) ê 
process, in which certain underlying principles or operational assump” 
tions of an educational program commensurate with this problem are 
sketched; and (3) a product, in which the results of such educativ? 
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experi i i 
i perience are suggested in terms of the kinds of persons who would be 
eveloped through it. 


THE SETTING: CHARACTER OF THE MODERN WORLD 
ee iS social order, whether viewed from the American 
hen ao that of the Western World, or that of all people, is both 
ie = and changing. This fact contains inescapable implications for 
ucation of persons who will live in and interact with this changing 
culture; it is even more apparent that the fact of change injects itself 
ee into educational thought concerning the development of 
ose destined to become responsible agents for continuing such change 
and for reckoning with problems of human welfare arising within it. 
A brief assembly of facts* will serve to remind the reader of the 
dramatic and imposing array of differences that exist between the 
World of today and that of one or two life spans ago: 


Changes among People and Societies of the World 


A world population doubled in the past hundred years and quad- 


rupled in the past three hundred 


growth among Western nations 
fifty years of nearly 60 percent 
and 50 percent in India 


A decline or stability in population 
other than America, with increases in 
in the Soviet Union, 30 percent in China, 


er of persons 40 through 65 has tripled in the 
er over 65 has quadrupled; proportions of 
Id powers favor youth 


In America the numb 
past fifty years, the numb 
young to old in other wor 


ndous growth of cities and suburban pop- 
mergence of urban patterns of thought to 
of population, travel, changing residence, 
erstate and international; the rise of the 
labor movement and corresponding changes in outlook; welfare of 
al status of minority peoples in flux, great ad- 
legal, and social fronts for Negroes 


In our country, the treme 
ulation centers, with the € 
replace agrarian; mobility 
business responsibilities int 


working classes: raci 
vances on economic, 
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Changes in Ideological Realities and the Play of Power 


A modern history no longer being written as a story of struggle among 
predominantly Western powers, but rather the rise to significant 
power status of China and Russia; the decline of Japan, the division 
of Germany, the dramatic fall of Fascism; the emergence of new 
nations in Africa; Arab nationalism 


China’s massive social experiment, the “Great Leap Forward”; and 


Russia's “Survey of Potential” as a possible prelude to new economic 
blueprints 


Two attempts at worldwide political organization; the establishment 
of an international “war crimes commission” 


Emergence of the question of domain in outer space, with neither 
America nor its sister nations of the West exerting effective earliest 
claims; missile age diplomacy 


Changes in Things and Conditions (in America) 


Earth satellite: science fiction in 1954; in 1959 realistic plans for 
landing human beings on the moon and their return 


Decreased working hours, 25 percent from 1890 to 1950, but a 
450 percent increase in output per man-hour : 


Vast governmental projects serving to transform regions and to 
facilitate economic progress—Tennessee Valley Authority, the 60 
billion dollar super-highway building program 


73 million vehicles anticipated for American highways by 1970 
20 billion spent for home furnishings and appliances in 1957; power 
companies planning 250 percent increased output over next twenty 


years 


one million telephones in 1900; 45 million in 1951 
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a big boost for the 18 billion dollar travel, resort, and motel business, 
now growing at the rate of about 3 billion dollars a year 


15 million more jobs now than in 1939; nearly half our jobs did not 
even exist in their present forms just 25 years ago; in all, the needs 
of America will call for 22 million new jobs in the next 15 years 


Judging by past experience, two million more businesses will be 
established to make and distribute the growing production of Amer- 
ican mills and factories during the next 25 years 


A What is the meaning of these facts to modern man? The following 
Interpretations were offered in the sources from which the facts have 


been drawn: 


We have learned that one basic discovery can create a whole new 
industry. For example, most of the new “wonder drugs” were not even 
heard of 10 years ago. The magic of nuclear energy in making our 
lives more comfortable and convenient has only begun to be revealed. 
Plastics, the miracle maker that supplies almost every other industry, 
has expanded 40-fold in just 20 years. In little more than a decade the 
television industry has sold over 47 million sets. And at least 40 per- 
cent of the other electronic products people will be using 10 years 
from now are still to be invented. 


Twenty-five years ago air travel was an adventure. Now, to many, 
a lurching train seems as slow and uncomfortable compared to air 
transportation as the old-fashioned buggy seemed compared to an 
automobile. Radio and television are tending to make the whole 
country one community, in which vast numbers may listen together 
to one voice and watch one scene. To an extraordinary extent, experi- 
ence has been extended directly by increased mobility and less tangi- 


bly by the long reach of communication. 


American society has been rapidly changing. Marriage is becoming 
a relationship that is permanent only with mutual continuing assent; 
the family is a unit of parents with children while they are growing, 
rather than a lifelong aggregation of grandparents, parents, and chil- 
dren. Each generation largely goes it alone, and the oldest often is 
lost. Leisure time has grown—and it has become filled haphazardly 


with diversions often of dubious worth and little suited to the newly 
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numerous middle-aged and old people who are left with empty time. 
And the “American mind” seems dizzied and dismayed by the swirl- 
ing changes through which it has moved. . . . 


In his longer life and his modern world, the modern man is in total a 
largely new phenomenon. And he has largely new needs. He lives in a 
world in crisis . . . most of the changes indicated are proceeding 
with increasing rapidity; almost everything seems to be moving (the 
hope must be) to new crescendos of marvelous living—or, concelv- 
ably, of explosive disintegration if affairs go awry. . . . 


Sociological analysis provides a more generalized and systemat® 
statement of the impact upon modern man himself of these ee 
changes in his physical world and social affairs. George S. ae 
makes vivid interpretations in this vein. Certain of his ideas a 
cited at this point by way of further depicting the social aspects ie 
the “setting” within which the education of the abler youth mu 
proceed. 


So swiftly have these material features of our old agrarian civiliza- 
tion passed away that Lincoln, Grant, and even Cleveland would feel 
bewildered in the America of today. Indeed many members of the 
older generation now living experience a sense of bewilderment. 
And for the most part those of younger years who may feel at home 
in this new world really do not realize what kind of a world it is- 
They have experienced no other. 

The uneven advance of industrial civilization, the swift transforma- 
tion of the material foundations of life and the lag in institutional, 
ideological, and moral adjustment, have generated the terrifying 
crises, the wars and depressions, the revolutions and counterrevolu- 
tions, of our time. Our world, in both its domestic and its interna- 
tional aspects, is out-of-joint. Our Practical inventiveness, in the 
words of Stanley Casson, has far outrun our “moral consciousness and 
social organization.” We have one foot in a civilization that is passing 
away, the other in a civilization that is only beginning to take form- 
Or to phrase the dilemma more aptly perhaps, as Sus feet tread the 
earth of a new period our heads continue to dwell in a world that i$ 
gone.‘ 


Dramatic testimony to the elevated “common sense” of the natural 
scientists, who play a significant role in these changing conditions o 
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man, are certain points of view related to these sociological perspec- 
tives, emerging from the 1958 Parliament of Science. In consideration 
of the grand sweep of their accomplishments of the past several decades, 
this assembly of scientists, invited pro tempore to the philosophical role, 
Suggest that “man is breaking with the past, its limitations and its 
safeguards.” Continuing, with constructive and convincing imagina- 
tlon, they observe: 


We are in fact saying that man is on the very edge of a new relation 
to the atom, to the cell, to himself, and to the universe in which he is 
set. Many forces have been active, but clearly it is science which has 
been chiefly instrumental in bringing about this new relation. The 
new relation will place new demands on all man’s resources—especi- 
ally on his capacity to handle this new power with wisdom, restraint, 


and decency. 

This scientific revolution will totally dwarf the Industrial Revolu- 
tion and the other historical instances of great social change. It will 
be more compelling, and will pose more urgent problems, because 
of both the pace and the magnitude of the changes which now impend. 

What faces man is not, in any restricted sense, a scientific problem. 
The problem is one of the relation of science to public policy. Scien- 
tific issues are vitally and almost universally involved. The special 
knowledge of the scientist is necessary, to be sure; but that knowledge 
would be powerless or dangerous if it did not include all areas of 
Science and if it weré not effectively pooled with the contributions of 
humanists, statesmen, and philosophers and brought to the service 


of all segments of society. 


More than a decade (and several millions of people) ago, Henry 


Steele Commager impressed by a similar review of fermenting culture, 
. 2 > . . . 
raised at length some critical questions facing the American nation, 


questions the answers to which were also of vital concern to the entire 
World. Commager was writing prior to the entry of the space age and 
Somewhat before Americans had been forced to realize that their posi- 
tion at the apex of world power was not inherently secure. His ques- 
tions, which are even more significant today, provide an appropriate 
Conclusion to the present description of the world setting against which 


the education of the gifted must be viewed. 


Out of an amalgam of inheritance, environment, and historical 
had fashioned a distinctive character; could 


i icans 
experience, Americ 
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they preserve and develop that character in a changed environment 
and under the impact of a new set of historical experiences? Adven- 
ture, experimentation, and mobility had marked their character; 
with the frontier gone, immigration dammed up, and resources run- 
ning low, could they retain their enthusiasm for fresh experience and 
novel ways, their ingenuity and adventurousness? They were wonder- 
fully inventive in the physical and technological realm; would they 
prove equally resourceful in the realms of social institutions and of 
morals? They had achieved the highest standard of living known to 
history; how would they live? Their society had changed from rural 
to urban; would they learn to master the city as their forefathers 
had mastered the country? Immigration had all but ceased; what 
would be the final product of the interracial melting pot? Fifteen 
million Negroes confronted one hundred and thirty million whites; 
would racial conflicts continue to frustrate democracy, or would they 
find a solution to the racial problem through ultimate amalgamation 
or through the establishment of such economic and social security as 
would permit mutual tolerance? 

They had created an economy of abundance; could they fashion a 
political mechanism to assure the equitable distribution of that abun- 
dance? They had become the richest people on the globe; would they 
use their wealth to prosper society or to display power? They were 
democratic in law; would they be democratic in fact? They were 
equalitarian by conviction; would they be equalitarian in conduct? 
They had developed technology to its highest point; would they 
learn to make technology their servant rather than their master? 
They were using up their natural resources more rapidly than they 
were replacing them; would science reverse the process, or would 
they be forced to a lower standard of living or to economic imperial- 
ism? Agreement upon fundamentals had enabled them to maintain 4 
two-party system; would the clashing ideologies of a new age destroy 
that agreement and fragmentize their politics? They had solved the 
ancient problem of liberty and order; would they succeed in main- 
taining order in a war-troubled world without such suppression of 
liberty as would change the character of their state? They had become 
increasingly like the peoples of the Old World; could they avoid the 
clash of doctrine and opinion, the conflict of church and state, of class 
and party, of race and section, that had for so long rent Europe with 
dissension and war? 

The whole world had an interest in the answers which history 
would make to these questions.” 
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THE PROCESS 


It is a major contention of this study that radical revisions are es- 
sential both in the organization of the graded sequences in school and 
m the conception of the role of knowledge in education. Thus, the 
immediate discussion will first offer suggestions regarding the organiza- 
tion of the school and then present certain ideas concerning the in- 
adequacy of the present treatment of knowledge in the education of 


men and women of extraordinary abilities. 


A Life-Span Concept of Education 


The American practice of devoting the first six of seven grades of the 
System to “elementary” schooling and the latter five or six to “‘second- 
ary” schooling is subject to criticism. Henry C. Morrison once suggested 
another conception which seems to accord better with our knowledge 
of human development and the nature of experience. He described 


‘ 
as “secondary” 


. that region in the process of schooling within which there are 
no essential and critical differences in the nature of the process of 
learning under instruction. Or, to put it another way, . . . the 
region throughout which there is some outstanding and controlling 
characteristic of teaching which is not found and cannot be applied 
earlier and which is not found, or ought not to be found, later. 

Such a comprehensible test can, we think, be found in the school 
procedure in which the pupil is capable of learning through study 
and the use of books but is incapable of systematic personal growth, 
except under the constant tutorial presence and constraint of the 
teacher. This region is the secondary school, at least so far as teaching 


is concerned. 


He suggested that in terms of the organization by grades as then known 
this span would begin at some point around nine years of age. With 
respect to the upper limit, he observed: 


The other end of the secondary school is quite as important. It is 
not the twelfth grade nor the sixteenth, but rather the point at which 
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the evidence shows that the pupil has matured; that he has attained 
the intellectual, volitional and conduct responsibility, the funda- 
mental methods of thinking, and the sustaining cultural interests 
which make him a self-governing intellectual and social being. If he 
reaches that point at fifteen years of age, he must have his higher 
Opportunity cither in his present school or another. If denied and 
kept within the constraining influence of the secondary classroom, 
he is more than likely to become intellectually sterile. If, on the other 
hand, the graduate school finds itself with a student who has never 
attained intellectual self-dependence, it must choose between letting 
him go and carrying on for his benefit instruction of secondary grade.” 


It is this conception that leads us to formulate the principles of general 
education which follow shortly so as to pertain to that span of grades 
from the intermediate level through the non-specialized portion of the 
general college. Any subordinate grade divisions within this total spa" 
are properly conceived as segments of general, as distinct from profes- 
sional or technical, education. sod 

But the concept of general education pertains well beyond the ert 
in which youngsters are formally engaged in full-time schooling. AdU 
education, as the acquisition of new knowledge and the review - 
knowledge formerly held, becomes increasingly necessary to the ee 
life. The belief that education should extend through the life-span 5 
characteristically well expressed by Robert M. Hutchins in the intro 
ductory volume of a work that is transcendently useful for pee 
education and scarcely excelled in magnificence of conception, a 
Great Ideas, A Syntopicon of Great Books of the Western World (and t 
keyed volumes of ‘‘Great Books”). Hutchins writes: 


The Editors believe that these books should be read by all adults 
all their lives. They concede that this idea has novel aspects. The 
education of adults has uniformly been designed either to make UP 
for the deficiencies of their schooling, in which case it might terminate 
when these gaps had been filled, or it has consisted of vocational 
training, in which case it might terminate when training adequate 
to the post in question had been gained. 

What is here proposed is interminable liberal education. Even if the 
individual has had the best possible liberal education in youth, inter- 
minable education through great books and the liberal arts remains 
his obligation; he cannot expect to store up an education in child- 
hood that will last all his life. What he can do in youth is to acquire 
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the disciplines and habits that will make it possible for him to con- 
tinue to educate himself all his life. One must agree with John Dewey 
in this: that continued growth is essential to intellectual life.” 


On the factual side, recent figures indicate a tremendous present 
expansion in adult education. 


About eight million persons in the United States attend at least 
one formal adult education class each year. . . . The figures exclude 
correspondence courses, individual instruction, private lessons, educa- 
tion by radio and TV, and on-the-job training. Almost 30 percent 
of the students in adult education classes are over 45 years of age and 


approximately 70 percent are over 30.51 


In practical terms, the organizational scheme suggested here provides 
for clearly distinctive educational processes in general education ex- 
tending, say, from approximately grades four or five through grades 
fourteen, The end of “junior college” is a practical terminus for gen- 
eral education in the period of youth which must yield at this point 
to specialized training and stabilization of the person within a life 
calling. It does not mean that vocational and professional training is 
not to begin prior to this point; nor does it mean that general educa- 
tion ceases, as has just been indicated. On the other hand, this con- 
ception of a “secondary” level of schooling allows for consistent and 
Manageable educational objectives, curricular content, and teaching 
Methodology both in the preparatory period of education for youth 
and in the continuing general education of adults—a consistency ap- 
Parently unattainable in our present loose conception of what de- 
Velopmental purposes are proper at given points in the life span. 


Education as Cognitive Perspective 


But an organizational structure for education, even a life-span con- 
Ception, is only part of the need. What is learned, why it is deemed 
Worthy of being learned, and to what ends the products of learning 
lend themselves—these are the truly important questions. If it is fair 
to think of the gifted individual as a life-long learner, a frontiersman 
on the spearhead of cultural advance, what should be the nature of the 
knowledge which he pursues? It is contended here that the anticipated 
social role, more in the vein of a reconstructionist within the culture 
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than of a mere participant in the status quo, dictates unusual concep- 
tions of the very nature of the knowledge and learning processes of 
most worth. We must now explore into certain of these unusual kinds 
of knowledge. 

The conception of what useful knowledge is and how it should be 
attained has become extremely narrow in the typical American school. 
Despite a respectable accumulation of educational theory to disallow 
the virtue of such processes, the teaching and learning acts are €s- 
sentially those of fact-giving and fact-getting. This conception of fact as 
the basis of the educational process is both unnecessary and critically 
undesirable. The mental processes involved in the acquisition of facts 
about things as they are, are of a low order in the range of human 
intellectual potential. Descriptive facts and principles which represent 
man’s accumulating store of reliable knowledge about physical and 
social realities are properly recorded in encyclopedias, texts, and other 
sources of reference. So great is the body of existing knowledge that 
learning grounded in such facts can only be selective; and no selection 
of facts to be included in the general education of people from kinder- 
garten through general college can be completely defended against the 
particular bodies of knowledge excluded as a result. The curriculu™ 
of the common school represents a pitiable sampling of man’s total 
knowledge, a sample acquired through undisciplined deletions a” 
additions without coherent reasoning with respect to the experience 
involved, the nature of the human traits related to the experience, or 
the life conditions for which the knowledge supposedly prepares the 
youth. 

Apart from the impossibility of selecting a range of descriptive fact 
and principles which adequately anticipate the diverse demands likely 
to be faced by the youth in the changing conditions through his life 
career, other significant truths about “facts” serve to disqualify an 
education centered predominantly in this level of knowledge. Facts 
differ remarkably in their stability. In view of theories in physics which 
concern the nature and organization of matter, even the simplest O 
facts (i.e., “water runs downhill”; “cold contracts while heat expands”) 
sometimes are necessarily viewed as outmoded or incomplete descrip- 
tions. Such names as Copernicus and Darwin suggest how at one 
cataclysmic moment in the history of thought contemporary conceptions 
of things become displaced by new sets of “facts.” And not all facts 
treated in the educational process, of course, possess the reliability 
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(durability) of these conceptions of nature. How many of the so-called 
facts of political geography or of the organization of governments 
studied by school pupils in 1900, or 1915, or 1930, serve those persons 
efficiently in thinking about the world today. Many readers will have 
had the experience in the first half of this century of learning a mass 
of details about the governmental structure and process of countries 
frighteningly soon to be abolished by new agreements or conquests. 

The most serious criticism of an educative process grounded in the 
Pursuit of fact, however, is not that facts change or defy selection. A 
far more serious criticism is that in the life of the citizen—in his work, 
his play, his family life, his participation in civic, social, and religious 
institutions—the critical mental processes in use are not the simple 
recall and application of learned fact but thought processes such as judg- 
ment, inference, and reasoning. It is, therefore, the development of the 
Person in terms of increasing precision and appropriateness of thought 
Processes which should form the continuing basis for educational ex- 
Perience, rather than the mere addition of layer upon layer of descrip- 
tive fact through successive years of schooling. 

It is obvious that thought which leads to constructive results employs 
reliable and realistic principles and facts pertaining to the situation or 
idea being deliberated. It is equally true, if not so readily recognized, 
that a problem of any consequence to an individual or to a group of 
individuals can seldom be resolved by the use of facts currently known 
to the deliberating persons. Whitehead, it is said, once observed that 
“facts, like fish, spoil when kept.” Business executives spend a working 
day seeking for the “statistics” bearing upon the problem in which a 
decision is to be made; political representatives must keep abreast of 
the changing economic conditions which give rise to civil law; the 
Consumer must know which refrigerator defrosts in both the freezer 
and the cooling compartments. But these pertinent and necessary facts 
are not of the sort that can be “carried in the head.” What are so 
Carried, always present with the individual, always used in the conduct 
of small and large affairs, and always determinative far more than 
facts of the adequacy with which problems are resolved, are the proc- 
esses through which the individual realizes his need of such facts. What 
he understands of the functional relationships among classes of things, his under- 
standing of the limits of such present knowledge as he does have, and his insight 
into the need for particular kinds of additional facts are the truly effective 
understandings which lead to the successful adjustment of situations 
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to human needs. The development, however, of precision in thought or 
of insight into the types of knowledge and the modes of thought apr 
propriate to different problems requires the same sustained attention 
that is presently given to the acquisition of facts. The point here 1s 
not to derogate from the direct knowledge of things as they are but 
rather to indicate the inadequacy of this level of pursuit as the central 
ingredient in the educative process. , 

James R. Killian, Jr., then President of the Massachusetts Institute 
of Technology, made the following pertinent observation with respect 
to the critical shortage of scientists and engineers: 


- the crisis is not a matter of numbers alone. There are many 
areas of technology that are now closed books to those engineers 
lacking creative powers or to those whose training or analytical abil- 
ities never carried them beyond the superficial methods of handbook 


engineering. . . . Employers are not just looking for “bodies” with 
degrees . . . they are pressing the colleges for men with a more 
fundamental, integrated education in science, engineering and the 
humanities. . . . They want men . . . with the power to deal with 


the technologies of tomorrow and not of yesterday.” 


This capacity to deal with the facts which become real and pertinent 
tomorrow is the true aim of education. The inevitable cultural lag i$ 
prolonged by masses of people in positions of leadership who are 
equipped only to make the procrustean attempt to fit present situations 
to the limited structures of their own outmoded mentality. 

Although the simple internalization of selected facts is not an ee 
quate method of educating the gifted, the vast array of knowledge 
developed through the ages can be treated so as to form the basis T 
such an education. This treatment represents an ambitious but possible 
pursuit of a perspective upon the whole of knowledge. Not the one-to-one ee 
ration of matters of fact but rather the sequential development of knowleds! 
about knowledge which enables the individual to understand the nature, problems, 
and applications of every major branch of knowledge—this should be the 
process around which general education for the intellectually superio" 
revolves. Education for the gifted should embrace graded experiences 
toward this end, involving abstractions, classifications, generaliza- 
tions, and complex formulations which lie beyond the individual’s 
own intrinsic reach. It should cease to be the piecemeal assignment ol 
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understandings that can be acquired without aid when problems sug- 
gest their need. 

; The insights yielded by this educative process should equip the indi- 
vidual to pursue efficiently any facts within this universe of knowledge 
that are required for the accomplishment of his immediate ends. As 
Previously indicated, formal continuing general education will be 
intermittently essential throughout the life span. Only a process of 
this kind will bring within reach of the intellectually superior indi- 
vidual that knowledge which the changing conditions of the modern 
World and his own personal circumstances are likely to render es- 
sential to this individual welfare and to effective contributions to 
Society, 

A basic knowledge of the nature and uses of t 
taught at all in the typical curriculum of today 
directly, informally, or as elective experience. Direct instruction is 
necessary in the modes of inquiry and uses of mind characteristically 
brought into play by the poet, the philosopher, the theologian, the 
scientist, the polemicist, and the historian. Thus, recognition of the 
type of problem before him will put the individual into appropriate 
Intellectual gear for such of these specific roles as the exigencies of life 
thrust upon him. Instruction is also essential in the fields of knowledge, 
With the major classifications of problems within each, the types of 
applications to which these several fields lend themselves, and typical 
Combinations of basic disciplines which occur in the pursuit of all 
Natural and social realities as presently known. Also appropriate to 
the task are the means for appraising the fitness of given propositions 
ving types of problems in art or in social theory 
oper ingredients for the educational 
d on the whole to reckon with the 


he mind is either not 
or touched upon in- 


or descriptions for vary 
and practice. All these are the pr 
development of individuals destine 
Problems of reformation and reconstruction of culture. 

To teach the details of the Copernican conception of the universe is 
less necessary than to teach the theoretical significance of this once 
radical insight for the properties and functions of all kinds of matter; 
to learn the limitations upon the view of the world inherent in the 
Ptolemaic conception of celestial mechanics is to establish a set for 
seeking limitations and potentials inherent in contemporary concep- 
tions of physical arrangements in nature. To teach the significance of 
Darwin’s theory for the growth, development, and behavior of organ- 
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isms generally, is to inculcate knowledge of far broader usefulness than 
merely to describe the present ‘“post-Darwinian” body of fact, espe- 
cially where such factual presentations are neither presently needed 
by the student, nor the teaching of them necessary for their learning. 
Immediately apparent inferences derive from the concept that “class- 
ical economic laws” are passing or that “modern mathematics” is 
emerging, serving to place any particular fact, principle, or process 
within those fields of knowledge in a structure explicitly understood 
to be relative to time and concurrent event. Such is the nature of facts 
such is the nature of change; and such is the nature of education. For 
those individuals biologically endowed with ability to reckon with this 
complex of realities and to assume disproportionate responsibility for 
the welfare of the human species within this complex, the educator 
must design experiences appropriate to these grand conditions. 

The present conception of education is, then, concerned with the 
development of understanding to higher and higher levels in all s18- 
nificant areas of reliable knowledge. If, as has been said, the function ° 
science is to “maximize the power of generalization,” the function 2 
general education, as described here, is to maximize the student $ 
capacity for internalizing and elaborating upon the generalizations 2 
science and other acceptable modes of inquiry. 

Since the intellectual factor is so generic to the whole issue of educa” 
tion for the gifted, certain supporting points of view from educationa 
theorists are offered in further elaboration of the role of cognitive 
aspects of mind in education. These expressions were conceived with- 
out regard to the special intellectual capacity of the gifted. Ther 
pertinence in the latter respect is enhanced in view of the role ° 
intellect in the personality of the highly gifted youngster. , 

William H. Kilpatrick has stated as one of several philosophic Pt!” 
ciples this conception of the function of intelligence: “The free play 
of intelligence stands as our final resource to tell us what to do—inte*" 


ligence playing freely upon experience in any and all of its conte™’ 


including the use of intelligence itself.” He adds again: 


. some have been troubled lest namin; 
gence as our final resort for thought and act means either an effort or 
a willingness to reduce life solely to the intellectual, Nothing of the 
sort is meant. Thinking, or the effective use of intelligence, must deal 
with any and all content of life. Some of this experienced content may 


g the free play of intelli- 
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relate to things as material as stone or steel; other content may be as 
spiritual as a hope, or a fancy, or a sense of duty. Thinking must deal 
with all. 


No further uses for the intellect of gifted children are urged than those 
demanded in this expression of the role of intelligence in the education 
of persons in general. The ideal is simply much more readily attainable 
by virtue of the distinguishing characteristics of the specific group. 
: Another expression from quite a different source bears striking sim- 
larity and helps further to interpret the relationships which are being 
described here between intellect and the educative process: 


RE learning is also for the sake of cultivating basic mental abilities; 
in short, to foster the powers of reason in man. The ability to think 
in accordance with the facts and with the laws of inference, to choose 
wisely, to feel with discrimination is what distinguishes man from the 
animals and endows him with intrinsic worth. Yet reason, while an 
end, is a means as well—a means to the mastery of life. The union of 
knowledge and reason in the integrated personality—this is the final 


test of education. . . .# 
eral education of all 


tellectually superior 
particular emphasis 


If this point of view possesses validity for the gen 
students, there is no logic which suggests that the in 
Should deny the existence of this superiority and a 
Upon it, 

And finally, in this connection, 
of “transfer? and higher mental 
have been written expressly in reference to t 


Charles Hubbard Judd’s discussion 
processes would almost appear to 
he intellectually gifted: 


A review of all that has been written about the transfer of training 


cannot fail to convince one of the futility of attempting to explain 
human mental life at its upper levels by simple formulas. Transfer is 
certainly not characteristic of animal consciousness. Animals below 
man live in mental worlds which are made up of meager, circum- 
scribed experiences. For them each experience absorbs all the mental 
energy that is available. There is no overview, no power of generaliza- 
tion. In human mental life there are also narrow experiences con- 
sisting in the recognition of particular situations to which direct, 
routine responses are made. Fortunately, there are in human mental 
life other and far broader experiences. When the mind analyzes a 
situation, selects important factors through abstraction, and gen- 
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eralizes by discovering the same important factors in other situations, 
something is happening which is wholly different from that which is 
characteristic of the lower forms of conscious experience. At the higher 
levels transfer is typical, not exceptional. Indeed, the function of the 
higher mental processes is to release the mind from particulars and 
to create a world of general ideas. . . . The psychology of the higher 
mental processes teaches that the end and goal of all education is the 
development of systems of ideas which can be carried over from the 
situations in which they were acquired to other situations. Systems of 
general ideas illuminate and clarify human experiences by raising 
thes to the level of abstract, generalized, conceptual understand- 
ing. 


Tt will be found that several of the principles elaborated in the succeed- 
ing parts of this work are designed to aid the bright student to acquire 
“systems of general ideas” that “illuminate and clarify human ex- 
periences.” 

But this emphasis upon intellect and knowledge is not intended tO 
imply that the development of intellect should be the exclusive burden 
of education. Sound practices in accord with the broad goals of Amet- 
ican education, devoted to the rounded development of personality in 
its affective and conative dimensions, are presumed rather than €% 
cluded. Contemporary interpretation of the dynamics of human °F 
animal nature suggests that these dimensions are “behavioral firsts, 
essential to practical or moral achievement. It will be noted that 
Part IV of this work deals with the development of intellectually 518° 
nificant personal and social skills and an effective character structure: 

These levels of personality are developed, however, in order to free 
the intellective aspects of mind for development and to increase ne 
probabilities that the individual’s achievements will promote huma” 
welfare. The heart of the educational enterprise, though not the whole, is the 
intellectualization of experience, the ideational elaboration by the individual o 
man’s cumulative insights into nature, such that continuing perceptions occut 
within an increasingly comprehensive and meaningful context. It is through the 
capacity for intellectualizing upon biological sensations and percep- 
tion—raw experience—that man’s control over nature, including ™S 
own behavior, advances and is made manifest in the vaToTs institu- 
tions of civilized societies. 


rene. 
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THE PRODUCT 


The kind of man that gifted youngsters are able to become, and the 
kind of man needed to advance the welfare of mankind in the mael- 
strom of complexities characterizing the new world made by science 
has been called for in various kinds of treatises. The present discussion 
of this point will offer the familiar analysis, considering the productive 
man first as an individual and then as a social personality, in terms 
of those outlooks which lead to constructive behavior in the community 
of fellowmen. 

In certain respects, perhaps centrally, the classic ideal of the liberally 
educated man pertains still to the personal development of the able 
individual in modern society. Neither changing conditions nor the 
changing pace of change itself appears to have altered the qualities 
of mind biologically inherent in the human species and appropriate 
to reckoning with fundamental human problems. Writing in an era on 
the verge of the present social and technological expansion, Emerson 
(“The American Scholar,” 1837) attempts to define the American 
counterpart of this classic ideal in his concept of “man thinking.” 
This concept, which unquestionably has too little place in the stars 
that guide American educational thought today, is especially pertinent 
to the principles and objectives that govern special education for the 


gifted. 

Within recent years, the American educational philosopher Harold 
Rugg has described what he calls a major dichotomy in people. Rugg 
notes that some human beings become “Thing People,” and others 
“Force People.” He names certain “Men of the Consensus’’—Charles 
Sanders Peirce, William James, John Dewey, Thorstein Veblen, Walt 
Whitman, and Oliver W. Holmes, Jr.—claiming that they have con- 
tacted life in its ‘“‘non-doctrinaire” modes and have achieved a recon- 
struction of experience which has lent a new frame of reference to 
American life in the twentieth century. Although the logic in Rugg’s 
distinction may be open to question, his central conception of “Force 
People” appears to describe the men who have most significantly 
understood and affected their contemporary world. Among other char- 
acteristics of this group, it is noted that they “define the world in 
terms of function—the relations between things”; that they “accept 
the concept of change as fact; let their minds conclude what the facts 
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of change conclude”; and that they “express the forces, tensions, push- 
and-pull in the world . . . in painting, poetry, dance, theatre, educa- 
tion, as well as in science and technology. . . 775 g 

The particular men credited by Rugg as possessing these qualities 
are suggestive of both the capacities and the characteristic social roles 
of the gifted. Rugg writes further: 


- - . I saw these men of the consensus as over-view minds, doggedly 
striving to see life whole, to grasp the totality of industrializing human 
culture. In the technical sense, because they dealt with the roots, 
they were the only true “radicals.” They were students of the founda- 
tions. None was less than a man of talent, and the leaders among 
them—especially Peirce, James, Dewey, and Veblen—were men of 
genius; genius, which, as Lowell once said, is something in the grip 
of which you are—not talent, which is something that you have. 
They were original men of the frontiers who went forth first where 
none had trod before. 

Men of integrity they were, brave men ignoring danger to their 
personal fortunes, cutting through to the “dangerous thoughts” of 
the great areas of controversy that are chronically shunned by 
timid men. Force men, all—not a Thing man among them—digging 
beneath the surface pathology of the current of events, searching for 
deep-running trends, traits, and causes. . . 

Because they were men of encyclopedic ranges of interest and 
knowledge, they could not be catalogued in any single learned dis- 
cipline; all strode across scholastic boundaries. They were students of 
the relationships which can be generalized only in the borderlands 
between academic fields of knowledge and which frequently throw 
the greatest light on human affairs. 

All were devotees of the philosophy of experience—not an au- 
thoritarian among them. Hence they were minds and spirits oriented 
primarily on the present, concerned with the lives and needs of our 
people here and now, although they saw them always in the enlighten- 
ing history of the past.’ 


These Martian doers of deeds in the changed and changing world 
must be minded for their task. Typical translations of the concepts 
“adjustment” and “socialization” into educational goals have been 
too narrow. There is a potential in the biological nature of man that 
allows him to transcend the limits of learning and behavior imposed 
upon him accidentally and informally through interaction with par- 
ticular people in particular regions at particular times. The individual 
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who is to lead his fellow men in adapting to and controlling a mirac- 
ulously evolving culture must surmount these particulars and embrace 
a broader and broader understanding of human institutions and values 
until he becomes essentially humanized or universalized. The immediate 
society into which one is born should be but a starting point for this 
Process of ideal and ultimate humanization. The accident of one’s 
birth as an American, a Southerner, an Australian, or an Egyptian, 
with the consequent inevitable initiation into one of these particular 
forms of human culture, must be discounted through progressive 
growth toward the universalized ideal. 

As individuals we tend to become arrested somewhere along this 
Course of development at a level less than the full potential of our 
Capacity for growth. In such arrestment, we recognize the fanatical 
regionalistic, nationalistic, or racistic elements in political and social 
thinking. Fixation of the individual at a less than possible level of at- 
tainment in this life-long developmental task represents a stultifica- 
tion, a perversion, of essential humanity. On the positive side, educa- 
tion which makes the child “bigger” than his home and immediate 
neighborhood, must not stop making him bigger until he is literally at 
One with mankind. 

Once again, the thought of the assembly of scientists in the 1958 
Parliament of Science is relevant. The assembly indicates the only way 
in which man’s greatest collective aspirations can be fulfilled: 


The pursuit of knowledge is an activity of the human race, not an 
activity of political subdivisions. As citizens we recognize that the 
hard realities of the present world sometimes require, or at least 
seem to require, certain restrictions on the complete international 
freedom of basic research. But we earnestly think that these restric- 
tions are often wrong and futile. Furthermore, we wish to place a 
special, positive emphasis upon the kinds of scientific problems—the 
kinds of international cooperation in science—which capitalize upon 
our universal common interests as members of the human race, such 
as our common struggle against disease and hunger. Scientists of all 
nations are engaged in a common enterprise. They are urged to take 
leadership in international understanding and thus to make progress 


toward permanent peace.“ 


The gifted must be deliberately educated for participation in, and 


the advancement of, world culture. This educational aim is both 
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feasible and essential. It is feasible in that superior minds tend to move 
spontaneously toward such a rational review and reconstruction of 
experience, and it is essential in view of a world made small by scientific 
and technological advances in transportation and communication. 
Though always true of the greatest men, it is still more true today 
that creative persons are not destined to live and die as benefactors of 
single places and single societies. A Karl Mannheim may be born and 
grow to maturity in Germany, but his insights into the social arrange 
ments characteristic of man become equally applicable and useful 
when he takes a place in English culture; ultimately, his knowledge 
and his constructive thought, like that of Aristotle and Bacon, trans- 
cends all particular times and places and becomes truly Auman M 
significance. ; 
The maturing youth of today must think clearly about historically 
emergent notions such as Washington’s “entangling foreign alliances 
and the issue of state and federal prerogatives in American constitu- 
tional history; he must think radically about Arab nationalism, Ha 
in terms of human rights than in terms of past political accomplis % 
ments and conveniences. Nothing less than these grand aims can prs 
vide the “breakthrough” which Lippmann calls for (frontispiece? 
resolve adequately the social tasks identified by Commager, and beg 


3 : »5 rad- 
to measure contemporary educational efforts in terms of Mead’s ! 
ical inquiries. 


This presentation of perspectives toward a theory of education [or 
the most educable has attempted to consider (1) the relationships ar 
tween general intelligence and general education: (2) the social sig 
nificance of deliberate educational efforts for gifted persons; an! 
some points of view concerning the setting in which education for ©’ 
gifted must be conceived, the nature of the process, and the type of indiv i 
ual and social being which the gifted can and must become. This sectio” 
concludes Part I, “The Superior Student in an Educational per- 
spective.” An attempt has been made in this part of the book to clarify 
definitions at play in current literature on the gifted and to delineat© 
through chief recourse to Terman’s work, the educationally significant 
characteristics of the intellectually superior individual. It is hoped that 


the 
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kai use of the unfolding data of the Genetic Studies of Genius will relate 
is work to Terman’s, and in the spirit which he envisioned. 


CONCERNING THE PRINCIPLES WHICH FOLLOW 


The educational principles advanced in the succeeding parts of this 
book are more specific prescriptions within the framework of the var- 
lous sections of Part I. The principles are designed as guides to the 
thought of educational administrators, curriculum planners, and class- 
room teachers. While theoretical in nature, it is hoped that they will 
be perceived by students as eminently practical in Dewey’s sense that 
Nothing is more practical really than sound theory. The principles are 
Stated in the form of proposition and corollary by virtue merely of the 
Convenience of this form. The proposition indicates the generic level 
of the aspect of the educative process under consideration, and the 
Corollaries, subordinate or related aspects of the same area. 

The principles suggested pertain to no single program for the gifted 
as developed in a given school. Rather, they apply to all such programs 
that truly accomplish the purpose intended; they provide further for 
the Strengthening of practices not so consistently and appropriately 
Conceived. It is only to be expected that in the absence of coherent 
theory, many ad hoc endeavors that have emerged in response to public 
Pressures do not relate satisfactorily either to the capacities of the 
sifted or to their anticipated social roles. In such instances, these prin- 
Ciples may serve as aids in gearing the school practice along more 
defensible lines. 

In similar fashion, as noted in detail earlier, the principles are not 
intended to apply to one or another age level within the broad span 
from the intermediate grades through the general college. Only empir- 
ical efforts by researchers and teachers can ascertain at what age of 
the child a particular compounding of ideas suggested by a given 
Principle will apply- Appropriate adaptations of the same principles 
may pertain equally well to different developmental periods within 
the broad “secondary” span- 
Again, the hypotheses presented are concerned primarily with the 
educative process— classroom instruction and the experience of superior 
learners. No attempt is made to elaborate upon administrative devices, 
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for it is felt that any of several such arrangements can serve equally 
well to convey educational and developmental experience; it is even 
more probable that no administrative device, regardless of how neatly 
conceived, will suffice toward improved experience in the absence of 
attendant excellence in the “guidance of learning activities.” Further, 
these ideas concerning instructional content and method are intended 
to apply to no single subject matter, but rather to that knowledge 1” 
general that is or can be used in developing the high potential of the 
superior learner. Instances involving specific subject matter are almost 
always used illustratively, with analogous use in other disciplines usu- 
ally apparent and intended. Experienced and imaginative teachers 
will perceive in the general principles specific applications according 
to their own grade and subject responsibilities. Enrichment units at 


grade levels and in given subject matter may be devised with proper 
thought and effort. 


Finally, the principles advanced here are subject to the limitations 


of the writer and therefore cannot be exhaustive. Other principles ° 
equal validity may be developed from the observations attendant upo™ 
efforts at applying those presently stated. These principles are designe 

in the manner of the scientific hypothesis: as generalizations depending 
y form the basis for further research 
It is hoped that the contribution of thes? 
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part 
two 


GENERAL PRINCIPLES 
OF THE EDUCATIONAL 
DESIGN 


It is easy to fall into the habit of regarding 
the mechanics of school organization and 
administration as something comparatively 
external and indifferent to educational pur- 
poses and ideals. . . . The school envi- 
ronment and machinery almost compel the 
more mechanical features of school work to 
lord it over the more vital aims. 

—John Dewey 


cha pter | THE LOGIC OF SPECIAL EDUCATION 
f FOR THE GIFTED 
our 


Attempts to adapt school programs to the needs of the gifted child 
have usually taken the form either of administrative provisions, such 
as regrouping or accelerating the pupils concerned, or of changes in 
the method and content of the curriculum. Even a cursory examina- 
tion of the total sweep of special educational programs for the gifted, 
however, tends to lend credence to Dewey’s observation (p. 77). Such 
Programs consist for the most part of disarranging the administrative 
machinery which has been developed to carry the standard subject 
matter, rather than re-examining the entire realm of man’s knowledge 
With respect to what new subject matter, and what new modes of 
handling traditional subject matter, would be possible for the powerful 
and subtle minds of highly intellectual youngsters. In many instances, 
acceleration of pupils by one grade, through compacting the subject 
matter of two or three, is proudly hailed as a “program” of education 
for the gifted. In essence, advanced placement provisions simply, 
though commendably, provide for an earlier access to subject matter 
traditionally placed a year or so ahead in the graded sequence of high 
school and college. Schools that have made news in the post-World 
War II era have done so chiefly by virtue of a certain courage to break 
the educational “lock-step,” without, however, showing equal courage 
and imagination in revolutionizing curricular content. That greater 
79 
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attention to curricular revision is now going on in places here and 
there does not discredit the observation that it has not gone on through- 
out this renaissance of thought in behalf of the abler student or that 
the great mass of schools still have scarcely touched the standard cur- 
ricular patterns. 

There is, however, an inherent logic of special education for the gifted 
which lays the groundwork for bolder and more radical re-conceptions 
of the total educational process. This logic respects both those biolog- 
ical properties which tend to distinguish intellectually superior persons 
as a group and the equally distinctive social roles which the group 
tends to assume as adults—leaders, visionaries, and revisionists, in even’ 
aspect of culture. There is a biological principle suggesting that intra- 
species variations are in the nature of degree rather than kind. Where 
differences in educationally critical characteristics, such as intelligence? 
and the processes of learning, are so extreme, however, they amount En 
practical consequence to differences in kind. Basic capacities which 
deviate markedly from the mean eventuate in processes themselves n 
extreme that they can be profitably conceived as different kinds : 
processes. The experiences of able philosophers and star athletes =e 
markedly different from the experiences of mediocre persons attemp g 
ing to play either game. The experience is different not only oe 
the acquisition of understandings and skills which differentiate i 
mature and accomplished performer, but also in the initial and ensuing 
processes through which maturity is attained. Thus, the characteris 
distinguishing behavioral processes of intellectually superior people are oe 
as to warrant a distinctively devised sequence of educational experiences tha 
takes account of the superior characteristics. bse- 

A second aspect of this logic of special education concerns the su i 
quent use of superior abilities. The adult roles which intellectu@ re 
superior individuals typically assume involve advancement of the cultu 
in all of its dimensions, rather than mere participation in it. 0 

The argument for special education for the gifted, then, rests upon these 1 ‘ 
cornerstones: the biological superiority of the individual (i.e., he can manage © 
different curriculum), and the particular functions which he is, on the wholes 
destined to accomplish in the culture (i.e., he needs a different curriculum" 
It seems unnecessary to belabor the point that such individuals canno 
be adequately served by a curriculum developed over the years o! 
persons not so distinguished in capacity or so destined in career- 
the other hand, it is worth emphasizing that deliberate attempts 
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qualified educators to review the normal curriculum in light of the 
needs and capacities of gifted persons can yield substantial results. 
This is the high and noble purpose which impels all past and present 
advocates of special education for the gifted. Educational experience, 
immediate or sustained, which fails to relate to the individual’s biolog- 
ical superiority or his probable career does not qualify as special educa- 
tion for the gifted. The curriculum must require such mental processes, 
and be aimed toward such social function, that it is either impossible 
or undesirable for children of the generality. To occupy the gifted at 
lesser levels of experience and in view of lower expectations is to fail 
both the individual and society. 

The propositions in Part II concern the foundations from which the 
principles of instruction derive and also concern the overall organiza- 
tional aspects of the school system. The curriculum of the school may 
be thought of as the entire range of experiences occurring under school 
sponsorship and designed for the development of the child. It is dif- 
ficult to differentiate for purposes of discussion the content and ma- 
terials used in such experiences from the activities, the methods, by 
which the subject matter is conveyed. The principles which are deduced 
here embrace both aspects of the curriculum, but no attempt is made 
in the specific instance to designate a principle as concerning either 
method or content. The principles, termed ‘‘propositions,” and the 
“corollaries,” which are more specific ramifications of the primary 
propositions, will therefore apply to the experiences in their totality 
which are afforded the child by the school. 

The first proposition to be stated is concerned with the very founda- 
tions on which the educative design should rest. 


(I) That the educational program for intellectually superior 
individuals should be derived from a balanced consideration 
of facts, opinions based on experience, and deductions from 
educational philosophy as these relate to the capacities of the 
individuals and to the probable social roles which they will 


fill. 


Hardly more than an explicit acknowledgment of the logic of dif- 


ferential education for the gifted, this proposition needs little elabora- 


tion. Its general import is to urge a basis in child-centered fact for the 
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educational program, as opposed to traditional curricular concepts 
and administrative practices. Implications and extensions of this prin- 
ciple are stated as corollary propositions. 

As a first corollary, it is urged that the demonstrated capacities of 
the gifted child be considered in planning his educational program. 


(LA) That the individual s biological potential as it accords with social reatity should 
establish the limits and the nature of the educational program, rather than facility of 


operation of established procedures. 


Educational theories derive not only from the possibilities of behavioral 
adaptation, but also from established cultural modes which represent 
past and accustomed adaptations. However, it is behavioral potential 
which should be the crucial and most enduring determinant in educa- 
tional adaptations. The facts that are known with respect to the nee 
and capacity of gifted children as a whole should be the points ° 
reference in educational planning for them. 

The massive structure of school procedures, of practices already 
proven administrable, deserves some deference. Experience has shown 
however, that this structure is not immutable. Modification is possible 
in the practices of even the longest tradition. The nine months er 
the separate teacher for each year level, the periodic schedule for a 
school day—such practices as these are so thoroughly accustomed tpg" 
it is easy to consider them basic to any school procedures. The poa 
ciple just stated urges that the organization of activities, the age 
and rejection of courses, and the concept of what experiences = 
enter the school curriculum should be regulated more by behavior? 
potential than by cultural or social precedent. di 

It is not suggested, however, that the conventions of society be a 
missed from consideration. Habits and expectations deeply embedde 
within a people become as significant at times as the basic qualities z 
human nature. The deepest of such expectations might indeed ka 
termed the “social nature” of men in the particular culture to WPIC 
they pertain. But not all school practices hold quite this place in the 
minds of people. With insight and energy on the part of education 
planners, many practices can be modified. Sex instruction, for instances 
can readily be related to the needs of children and youth, the pright 
as well as others. It should be in the curriculum of the common school, 
though cautious steps toward such instruction are essential in view 


The Logic of Special Education for the Gifted 83 


of deeply and broadly imbedded social attitudes. However, the prac- 
tice of requiring “sixteen units” for graduation, or of segregating the 
dull from the bright for periods of instruction, are not so firmly rooted 
and do not create the same degree of tension when alterations are 
proposed. 

In an earlier report on the Cleveland program for bright children, 
this statement 1s Made: “Because of their ability to learn more quickly, 
they branch out on a richer program of work suitable to their ages 
and interests but not encroaching upon the work of grades beyond”! (Italics 
added.) This description illustrates thought that is rooted in present 
practice; it is also an instance in which administrative arrangements 
precede and influence instructional plans rather than follow from them. 
Should the interests and the capacities of the child lead vertically 
within any area of study, it is questionable practice to discourage him 
from continued pursuit for reasons of program alone. 

A further corollary considers the appropriate function of the school 
within its social framework: 


(LB) That the values upheld and the skills and understandings taught through the cur- 
riculum should reflect the needs of the society of which the school is a part. 


The principle of “social parallelism” is commonly accepted. This prin- 
ciple assumes special significance with respect to the education of the 
children who will someday exert more than a proportionate share of 
influence upon local, national, and world affairs. The school must 
reflect and conserve the best traditions and practices of the society of 
which it is a part. 

At the same time, however, there is philosophical sanction for the 
idea of progressive reconstruction within the democratic society. Dewey 
makes much of the idea of change and asks that change become 
synonymous with progress. In a discussion of what constitutes knowl- 
edge, he expresses a view which applies to social phenomena as well as 


to natural: 


Change becomes significant of new possibilities and ends to be at- 
tained; it becomes prophetic of a better future. Change is associated 
with progress rather than with lapse and fall. Since changes are going 
on anyway, the great thing is to learn enough about them so that we 
be able to lay hold of them and turn them in the direction of our 
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desires. Conditions and events are neither to be fled from nor pas- 
sively acquiesced in; they are to be utilized and directed? 


What directions should social change assume? What values should the 
school reflect in a society where conservative and radical forces freely 
interplay? Education for constructive cultural evolution must develop 
competencies for the task. The limited curriculum of the majority 
of contemporary schools is designed not to produce reconstructionists, but 
participants in the status quo. This is impoverished preparation for the 
life-span career of individuals whose historical counterparts have 
changed the world. 

But through the ages truly gifted individuals have developed respo 
sibility and concern for universal principles and loyalties that transcen 
local geographical and political boundaries. In a world contracted by 
media of transport and communication and possessed of power devices 
which threaten the survival of nations, a “world view” seems urge 
upon the gifted. Given his capacity for learning, for acquiring T 
subtle understanding and flexible responses necessary to reckon v 
international forces, it follows: 


irs, 
(I.C) That the curriculum designed for the abler individual should reflect world ane 
especially as they presently bear upon the welfare of the parent society, and look bey 
to real possibilities of an adequately founded world order. 


The difficult ambition to preserve the values of the real as movemen 
occurs toward the ideal can be aided by an education appropriato Y 
designed. While certain levels of such understandings on the part of oe 
average group can be expected, the education of those who ~ 
the larger perspective, who can perceive wider relations and impie 
tions, and who can most clearly realize the significance of changes» 
best conceived, it would appear, at different levels of organization an f 
conceptualization. In practical effects upon school programs this mear 
that those studies grounded in Western culture must be accompani® 
by others exploring the behavioral patterns and the value structure 
of oriental and slavic peoples. Relationships as significant as those 
which brought into the American school curriculum reflections © 
European culture now exist between this country and newer nationa 
forces. “Modern languages”? as a curricular offering should be €% 
panded to include languages other than the conventional French, 
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German, and Spanish, for instance. Politics, law, and economic theory; 
anthropology, psychology, and sociolosy—concepts from such disci- 
plines adapted functionally to the age level of the child and youth are 
inexcusably omitted from the curriculum offered the abler child. Only 
through such upgrading of the curriculum can a true parallelism be 
effected between the school in any part of the world and the world as 
it is today. 

More than his counterpart of average intellectual capacities, the 
brighter youth can come to understand and properly promote the 
ideals of the United Nations, while safeguarding under present neces- 
sity the interests of his own national group. He has the capacity to 
acquire those complex understandings essential to the task, and his 
schooling, it would seem, should facilitate the acquisition of such 
understandings. 

This proposition and its corollaries indicate that the superior abilities 
characteristic of the gifted child should be related through the educa- 
tive process to the probable role of reconstruction which will be thrust 
upon the gifted individual. Positions of leadership at the local, national, 
and international level demand insight into the major world societies 
and skills in the evaluation and maintenance of real values as change 
occurs. Biological potential on the one hand and the role of responsibil- 
ity to mankind on the other—these are the poles between which the 
educational design must be accomplished. Conventional school pro- 
Srams are not geared to this task. Only radical re-formulations of theory 
and practice hold promise commensurate with the problem. Imagina- 
tive, constructive thought, redesigning an education which relates bio- 
logical potential to the social problem, is necessary to appropriate 
results, 


chapte F| MEETING INDIVIDUAL 
e DIFFERENCES 
Ive 


A second area of basic theory concerning the educational design pona 
to the necessity that it be distinctively conceived, apart from that n 
which best adapts to the capacities of the generality. The form 
proposition respecting the school program is: 


(II) That a program of education Jor the intellectually 
superior should be relatively unique. 


Ajdual 

The philosophy and psychology which urge attention to er 
differences imply in their farthest extensions that the educative a 
for every person be adjusted to that individual’s uniqueness. This a 
of view proposes that any similarly deviant group of people w! an 
best served by an educational program constructed with a view ye 
their similarities. When the deviant quality is intelligence, so signific P 
in the role of behavior and experience, distinctive variations justify a 
educational program of special scope, subtlety, complexity, and af 
straction. The Educational Policies Commission subscribed to t 
principle as follows: 


In short, the improvement of education for all wil] yield improved 
education for the gifted. But this alone is not enough. 
86 
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Because their intellectual interests and prospective futures differ 
from others, and Lecause they can learn more and learn it more 
rapidly, the educational experiences which gifted students should 
have in school and college ought not to be identical with the ex- 
periences of other students. Some of their education should be the 
same, but some of it should be different—different as to kind, quality, 
and level of insight. Every teacher, school, school system, and institu- 
tion of higher learning should have systematic policies and procedure 
for the education of their gifted students.* 


In this work, the position is held that the conjunction of extraordi- 
nary learning and thinking capacity with the anticipation of an ex- 
traordinary social role demands an educational program whose sub- 
stance and method are peculiarly adapted to exercising the capacity and 
preparing for the role. The educational experience of gifted youngsters 
becomes “unique” when these two aims are fulfilled. The qualification 
“relative? is necessary only in deference to the biological principle 
concerning intra-species variations which was mentioned in the pre- 
vious discussion of the logic of special education for the gifted. 

In terms of curriculum, this principle suggests a qualitative reorgan- 
ization of the materials and methods used in teaching, in order that 
the essential problems of the gifted may be more adequately met. Cur- 
ricular adaptations suited to the intellectually superior will often be 
“discouraging to slower intellects.” Of the capacities of gifted children, 
and of the unfortunate use of them in the typical school situation, 
Hollingworth writes: 


We know from measurements made over a three-year period that 
a child of 140 IQ can master all the mental work provided in the 
elementary school, as established, in half the time allowed him. 
Therefore, one-half the time which he spends at school could be 
utilized in doing something more than the curriculum calls for. . . . 

No exhaustive discussion of time-wasting can be undertaken here, 
except to say briefly that these exceptional pupils are running er- 
rands, idling, engaging in “busy work,” or devising childish tasks of 
their own, such as learning to read backward—since they can already 
read forward very fluently. Many are the devices invented by busy 
teachers to “take up” the extra time of these rapid learners, but few 
of these devices have the appropriate character that can be built 
only on psychological insight into the nature and the needs of gifted 
children.* 
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Such activities stand in marked contrast to the proposal that the aoh e 
experience be organized uniquely in a manner commensurate wit 
the gifted child’s superiority. 

In a now classic listing, E. J. Swift names a large number of subse- 
quently famous men and women who were awkwardly received by = 
schools of their day and judged to be failures often in the very fields © 
their destined fame. The list includes Charles Darwin, Patrick Henry, 
Jonathan Swift, George Eliot, Sir Walter Scott, Daniel Webster, 
Schiller, Goethe, and Shelley.’ It is a reasonable conjecture that meny 
of this number would have been more amenable to formal schong 
designed at a level appropriate to their insights and sensitivities. ta 
of course history has not kept a record of the unknown numbers who, 
unlike those listed, never realized their potential. iat He 

If fair, and it is probably that, a further charge made against a 
schools of three decades ago depicts an even more awkward feature 
the school process: 


But there is another side to the question. In the first place, granted 
that gifted children can learn without help, the fact remains that they 
are not left to themselves. They are not allowed to remain out 4 
school, as was Lincoln, and educate themselves without a teacher. 
Worse still, they are not allowed to learn in spite of the teacher. af 
the ordinary school, the rule for the gifted child is: “This much sha 3 
you learn, and no more, If by chance you get through with your 
lesson before your fellows are through, fold your hands and wait 
quietly until all have finished studying.”’6 


Despite the sound work that some teachers do manage to accomplis 
with gifted children and the currently favorable disposition bat 
meeting individual needs which prevails even in the “ordinary” © sti- 
room, persons with experience in public schools as presently = 
tuted cannot deny that the attitude expressed by Osburn and Ro 
is implicit in many practices existing today. ity: 
It is difficult to write of distinctiveness simply in terms of quant A 
Writers in the literature of education, without apparent deference a 
Specific theory of genius, refer to “qualitative” differences LT 
children in the upper and lower reaches of the intelligence continu! ? 
as is witnessed in many of the passages cited in this book. Herbert 
Carroll has described the apparent distinctiveness as being caused 


ss* 
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the contrasts in widely spaced levels of ability. It is essentially this 
idea which has been developed here into a logic of differential educa- 
tion for the superior student and upon which is based the immediate 
argument for uniqueness of educational experience. Carroll writes: 


Studies of the childhood of eminent men reveal that in the great 
majority of cases these individuals stood out against the background 
of average children. They were recognized as being different, as pos- 
sessing abilities which by comparison seemed almost nonexistent in 
their playmates. They were already marked for greatness. 

A visit to a school which has enrolled children of both high and 
low intelligence gives one a similar impression. To go from a room 
containing a group of ten-year-old morons to a room containing a 
group of ten-year-old gifted children is almost like journeying from 
one world to another. Even a visitor untrained in psychology or peda- 
gogy could not help but realize that the gifted group was made of 
finer stuff. In fact this quick transit from a very dull group to a very 
bright group makes one doubt for a moment the psychological prin- 
ciple that individuals differ not in kind but in degree. However, the 
illusion of the difference in kind grows out of the contrast of the two 
extremes. The gifted group would not seem so different if they were 
being compared with superior children—those with I.Q.’s between 
110 and 120 or 130. In the discussion, then, of the mental character- 
istics of intellectually gifted children it will be kept in mind that they 
Possess characteristics which are common to all, but possess them to 
such an extreme degree that they frequently appear as being unique 
traits.7 


Organization of a different type, generalizations into higher sys- 
tems of understanding, and greater exploration of the methods and 
grounds of knowledge—these typical essentials of a relatively unique 
educational experience would be adapted to the education of children 
Possessing extraordinary capacity for thought and service. The school 
is meeting the needs of the abler student only when it facilitates the 
exercise of his special capacities and encourages their development. Too 
often, great potential, if realized, must of its own initiative thrust 
through the unstimulating, unfitting routine of a curriculum measured 
to a lesser potential. 

Of corollaries to the principle of relative uniqueness, the first con- 
cerns organizational phases of the program itself, it being suggested: 
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(ILA) That administrative adaptations of the regular school program, though perhaps 


incidental to the accomplishment of a largely unique program, must not constitute the 
uniqueness in themselves. 


Common administrative adaptations allow the gifted student to be 
accelerated through the grades or offer him as enrichment additional 
exercises couched at the same levels as those of the regular curriculum. 
Neither of these devices satisfies the idea of distinctiveness. Rather, a 
proper organization of the desired school experience must grow out of 
the nature of the new studies and be as unique in itself as is the derived 
curriculum. Uniqueness of educational design cannot be accomplished 
directly through administrative rearrangements of the regular cur- 
riculum. 

Where administrative shifts such as ability grouping are employed 
indirectly in the realization of such uniqueness, they should be un- 
heralded changes. Designs to accommodate individual differences do 
not demand special designations which might serve either to embarrass 
the recipients of the adaptations or to encourage egotism. Much of the 
objection to segregating gifted children for instructional purposes cen- 
ters in the belief that unintended and unjustified value judgments will 
be caused by the practice. Some practice has involved the use of names 
for special classes which reveal their purpose and give rise to unneces- 
Sary prejudices. A unique education is urged for gifted children not to 
honor them in a moralistic sense but to meet individual differences 
more adequately. The logic is the same for the lower deviates on the 
intelligence continuum as for the upper; hence, as it is inappropriate 
to label classes for mentally defective children “dishonor” classes, for 
instance, so is it ill-advised to designate those for the bright as “honor” 
classes. 

To consider a different aspect of the principle of uniqueness, 4 
corollary proposition that acknowledges the peculiar capacity for self- 
direction that is possessed by the gifted individual is next stated: 


(IL.B) That the role of the individual himself should be acknowledged and encouraged 
in relationships crucial to the educational enterprise. 


Educational planning seems to be centered almost wholly in objec- 
tive means for engendering attitudes and tendencies toward action 
and in objective devices for accomplishing the learning phenomenon 
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which are external to the individual. The role of the individual in the 
process of his own education is by far more ignored than acknowledged. 
In planning the curriculum, in discussing methods, and in establishing 
requirements, the governing assumption seems to be that in the indi- 
vidual himself there resides no power and no understanding which can 
be utilized, but that everything is accomplished through some device 
struck upon to “cause” the educative experience to become integrated, 
the understanding or the skill to be acquired. Even the concept of 
intrinsic’? motivation usually assumes the guise, “How can the 
teacher conduct the teaching act so that intrinsic motivation will be 
developed?” 
: This irony of omitting the individua 
1s crucial enough when the education 
Plished (or attempted) through a patte: 
tives which are independent of the ju 


Where the intellectually gifted child is co 
the magnitude of immorality. Whereas with the average student the 


Motive to learn is perhaps modest and easily frustrated, the tremendous 
initiative toward the acquisition of further and further understandings 
1s one of the commonplace observations made by students of the gifted. 
Motive, for them, does not have to be created; it is present and in 
need only of the most intelligent guidance. The literature on the gifted 
child acknowledges this strong drive toward intellectual acquisition 
in numerous ways. The frustration of the drive is also acknowledged, 
and one of the frequently mentioned causes of the frustration is the 
Mappropriate school regimen to which the child is subjected. 
Terman and Oden note among their systematic observations that: 


I's capacity for self-determination 
of the average student is accom- 
rn of majors, minors, and elec- 
dgment of the person himself. 
ncerned, the irony approaches 


Nearly half of the gifted children learned to read before starting 
to school; at least 20 percent before the age of 5 years, 6 percent before 
4, and 1.6 percent before 3. Most of these learned to read with little 
or no formal instruction. One of our gifted girls demonstrated by test 
that she could read almost as well at the age of 25 months as the 
average child at the end of the first school grade. (This subject has 
since taken a Ph.D. degree: and is now teaching in a state univer- 


sity.) 
Early indications of superior intelligence most often noted by 
parents were quick understanding, insatiable curiosity, extensive 


information, retentive memory, large vocabulary, and unusual inter- 
est in such things as number relations, atlases, and encyclopedias. 
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There is no evidence that these abilities and preoccupations were to 


any considerable degree the result of artificial stimulation or forced 
culture.’ 


Yet such students are often “put to their tasks” in the usual school 
routine, their initiative smothered by external distractions or ignored 
in the interest of getting on with the program. 

The Educational Policies Commission acknowledges at some length 
the unusual motivation of gifted children and describes how this moti- 
vation is sometimes received by the school: 


More than their average classmates, gifted students generally 
appear to have more desire to learn. Acquisitions of knowledge and 
intellectual skills, finding answers to questions that spring from their 
natural curiosity, and receiving the approval of parents and teachers 
for their intellectual achievements—experiences such as these are 
highly satisfying to most children and young persons and especially 
so to those of superior intelligence. Satisfactions so gained stimulate 
the appetite for more. 

The incentive which the typical gifted student normally brings 
to a learning situation is an asset that can aid the efforts of schools 
and colleges to develop human talent to the fullest, But too often the 
asset is wasted or even turned into a liability by the failure to provide 
educational opportunities with great enough challenge or scope to 
evoke achievement and subsequent satisfaction. In such a circum- 


stance, the exceptionally able student becomes bored or even hostile 
to school work.’ 


In view of the testimony and evidence that such important assets to 
education are the characteristic possessions of gifted children, it is only 
by gross stretches of the imagination that a school program dominated 
by the concept of required units, for instance, and of a text for Amer- 
ican history which will be handled for a few minutes daily throughout 
a semester or a year, can be conceived as fitting. For individuals whos 
Capacities include in combination exceptional learning ability and 
exceptional motivation to learn, these concepts are decidedly inade- 
quate. The gifted child, especially if among others of his kind and 
subject to the stimulation of group enterprise, can more likely handle 
the gross development of America as a nation, in a functionally con- 
ceived presentation, within a period of weeks, while at the same time 
growing in other subjects at somewhat the same pace. Flexible adminis- 
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trative requirements which permit such adjustments are due the gifted 
individual. 

This concept is sufficiently important to justify a consideration of 
the content and methods that should follow from its application. It is 
hardly to be expected that the young person by virtue of his giftedness 
alone be responsible for determining the pattern of his own education. 
His drive must be directed and guided by means of appropriate knowl- 
edge. Instruction in the nature of human capacities, the nature of 


development, and the influence of education on these capacities and 


Processes would appear to be essential to his understanding. Without 


such knowledge, the complex processes of education might never be 

related meaningfully to the complex processes of the growth and de- 

velopment of behavior. : oe 
iggest for inclusion within 


What specific content would this idea sug 
the scheme of education for gifted children? First, the nature of learn- 
Ing as a biological phenomenon might be explored. How does learning 
occur in which behavior is adapted through experience? To introduce 
the gifted individual in his secondary school years to facts pertaining 
a the impressionability and retentivity of the nervous system, to the 
ideas of sensation, perception, and reaction as psychological concepts, 
and to the nature of motivation is to instruct him in important proc- 
esses, a knowledge of which should aid the youngster in self-analysis 
and self-direction. 

Characteristically, the processes of human growth and development 
are not subjected to systematic study in the regular school curriculum. 

t would appear from an observation of the curriculum that to study 
the processes of physics and chemistry, for instance, 1s more important 
than to study the processes of mental growth and development in the 

uman being. The child needs to know what sorts of changes are sup- 
Posed to be occurring in him through the processes of learning and of 
Maturation in order that he can himself encourage the processes and 
€valuate his progress in them. : 

Perhaps the most crucial area of knowledge for this purpose, how- 
“ver, is higher mental processes collectively. The gifted child, excep- 
tional in the uses of mind, typically uses it without direct instruction 
aS to the nature of mental operations or of formal disciplines pertaining 
to their use. Such higher mental processes as reasoning, comparison, 
valuation, origination, and abstraction, highlighted as to their nature 
and as to their pertinence to specific methods of inquiry, would afford 
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sound material to bring into the understanding of the developing = 
Instruction embracing the whole of individual psychology with ce aie 
to dynamics and processes of mental development, particularly ti 


i inki i ced 
psychology of learning and thinking, can and should be introdu 
into the curriculum. 


: : ; is 
A passage from an autobiographical sketch by Dewey concerning a 
j s n 
own intellectual growth serves to suggest more subtle types of — A 

À A i ic 
growth which may occur frequently among the gifted and in w 


instruction and exploration could be of extreme importance. Dewey 
says: 

There was, however, one course in the previous year that in retro- 
spect may be called philosophical. That was a rather short course, 
without laboratory work, in physiology, a book of Huxley’s being the 
text. It is difficult to speak with exactitude about what happened to 
me intellectually so many years ago, but I have an impression that - 
there was derived from that study a sense of interdependence and 
interrelated unity that gave form to intellectual stirrings that had 
been previously inchoate, and created a kind of type or model of a 
view of things to which material in any field ought to conform, Sub- 
consciously, at least, I was led to desire a world and a life that would 
have the same properties as had the human organism in the picture 
ol it derived from study of Huxley’s 
great stimulation from the study, 
had contact with before; and as n 


continue that particular branch o 
the awakening of 


treatment. At all events I got 
more than from anything I had 
o desire was awakened in me to 
f learning, I date from this time 
a distinctive philosophic interest. 

It is, of course, 
new Dewey be su 
Suggestive, howev 
uals, who, though 
to make material 


unnecessary to grant that only infrequently will ó 
bject to public school instruction. His remarks T 
er, of similar patterns in other developing indivi 5 
having less capacity, may still have sufficient api 
contributions to society. To teach the gifted chi i 
that there may be great potential in such “inchoate stirrings” a 
acquaint him with a subtle psychological operation which he has little 
chance of appreciating without benefit of educational guidance. 

More specifically, the nature of the educative process, and of the 
Social institution devised for its promotion, should be brought within 
the range of systematic instruction. Why the school as an institution 
has arisen to accomplish certain purposes may be learned by brighter 
children and the lesson personally applied. Such knowledge is usually 
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acquired incidentally, if at all. If related explicitly to the student’s own 
Performance, this knowledge would ensure that each step upward on 
the educational ladder possesses meaning in terms of expected behav- 
loral modifications. 

There is a meaning in the concept of “liberal” education which is 
appropriate to the needs and uses of people of unusual intellectual 
Capacity and which may have been lost, largely through necessity, with 
respect to the education of the majority. It is the concept of education 
as freeing one from the bonds of ignorance and from the necessity of 
subservient and dependent action and thought. The intellectually 
Superior individual can acquire independent and valid judgments in 
intellectual and academic issues. He should be encouraged to think 
this true and to set about gaining such independence. By gaining a 
Perspective in many disciplines and by turning his mind to considera- 
tons of practical and social significance which lie beyond the school 
Toom, he can progress toward that end. He will thus gain independence 
from the opinions of others and become able to do his own intellectual 
Searching. Education toward this type of independence should be 
Positively sought, and the experiences of the child in school should 
develop his capacities toward this end. Liberation from ignorance in 
Matters dependent upon knowledge, from the bonds of expediency in 
Moral actions, and from the appeal to authority for ultimate truths— 
Such a concept, once prevalent in education generally, is still fitting in 


the education of gifted children. 

The application of the principle that the child should contribute to 
his own education leads further to a consideration of technique and 
activity as distinguished from content. Among such considerations, one 
aspect of routine guidance services is especially important. Long-range 
Planning with respect to education and occupation is particularly 
Justified in the case of gifted children. It is apparent that the child of 
Superior intellectual ability can go further in the processes of educa- 
tion than the average child and that if the education represents pur- 


Poseful adaptation of his capacities, he should continue as far as his 
even the lower levels of school training 


Capacities warrant. Hence, : ; 
bility that the child will con- 


Should give tacit recognition to the proba i í 
Unue to college and university work and perhaps to special professional 


training beyond. The choice of studies, expectations with respect to 
the development of certain skills, and other general modifications in 
the educative process ensue from the acceptance of the idea of long- 
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range planning, and such adaptations are to the best interests of the 
child. f . š 

In the classroom, the use sometimes made of gifted children che 
aid of those less apt in academic situations would seem PAE tee 
appropriate. If the emphasis falls on the gifted individual sg gi aie 
opposed to a primary emphasis upon the service), the omit call 
the superior student in tutorial functions would appear to offer 


or indivi rom the op- 
benefits. For instance, the superior individual can profit from è 


e 
s i S e eopl 
portunity to perceive that even with effort and interest some P 


‘ty to gain 
do not learn readily. He can also profit from the opportunity i pe 
deeper insights for himself through the process of ip ety = other 
plaining certain ideas and skills to others. Learning concern fo ac 
people through performing them a service; learning greater at a 
tion for the teacher’s efforts and for the undertaking of the a gen- 
social agency; and learning to achieve social acceptance ip pe 
uine help in functional situations—all are benefits which wou et tö 
to derive from such experience, if carefully guarded with respe 
basic purposes. 


er 
` ETE F is anothe 
Encouraging the individual to analyze his own progress 1s 


ion in 
possible application of this principle. To encourage eleran dee 
terms of consciously achieved and voluntarily accepted goals aoe 
velopment would appear to be a promising antidote to the tical 
procedures which cannot be avoided. In gifted individuals, ony nal 
ability as one of the indices of intelligence is present to an excep” for 
degree. The present principle would merely bend that Ga paei S 
criticism toward the process of education and growth and eS ie 
The education of the gifted individual should also emphasize in ae 
ual accomplishment and independent thought among those g" 
Processes essential to effective interaction am 
racy. Increasingly em 


and “interpersonal r 
is the idea growing 
is more effective tha 


ong persons in a pare 
Phasized under such rubrics as “group oynam 
elationships” and “learning through tie 
out of organismic psychology that group thin on 
n individual, that “two heads are better than 2 

However, as an appropriate emphasis in the education of the gi is 
child, it remains to be considered that the individual thinker who 3 
capable of higher levels of synthesis, and of more subtle ee is 
relationships among variables, has something of value to offer mn 
society. It is traditional that George Washington Carver could use a 
assistants because he could not communicate his methods, And Ein 


& i berrie 
.“natural” characteristic, it should be respected 
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stein made this interesting statement about himself: “I am a horse for 


single harness, not cut out for tandem or team work.”!! This feeling 
is implicit in the behavior of a number of gifted individuals. As a 
and used in the opti- 
mum development can in no 
ency toward indi- 
en successful) at- 


mum development of the person. Opti 
sense imply the negating of such an important tend 
Viduality in performance, and unsuccessful (or ev 
tempts to “socialize” a highly individualistic person (in the usual 
sense of the term) might result in questionable, if not decisively un- 
desirable, gains. 

By way of summary, then, thi 


Coupled with acquired understandings es: 
will render the intellectually superior child and youth more nearly 
able to make his way through the school on his own insight than would 
otherwise be possible. This form of self-guidance would thus represent 
a step toward, and further practice in, the independence and self- 
Containment which are marks of maturity. The gifted can attain such 
maturity earlier than the generality, and in a relatively unique educa- 
tional program, the school would be urged to encourage the unfolding 
of this potential. 

As a third corollary to the principle of relative uniqueness in the 


educational program for the superior student, consideration is given to 
hich remain when one has nar- 


the range of individual differences w 
es of 1Q. A flexible execution of 


Towed the group to the upper extrem ana) 
the design is an essential factor; hence, this corollary to the principle: 


s capacity for self-motivation, when 
sential to appropriate choices, 


idual differences should be acknowledged through 


(II. C) That marked extremes in indiv ; 
n, and in the evaluation of outcomes 


fexibili ty in planning the program, in its execulto’ 
of the processes. 


not necessarily conflict with standards of 
ay reasonably be held higher for gifted 
‘establish a margin for excusing possible 
failures. It is a principle emerging from a consideration of the compel- 
ling nature of certain interests which sometimes absorb the child of 
superior intellectual initiative. Such interests may be so engrossing 
that matters of program interfere with them only at heavy cost. Failure 
to accomplish less valuable but “required” phases of work during a 
given term or semester should be weighed fairly against the value of 


Flexible evaluation does 
quality which, in general, m 
children. Nor does it intend to es 
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accomplishments achieved beyond those required. Singular achieve- 
ment in a self-imposed task significant both immediately to the child 
himself and for his ultimate development warrants credit and evalua- 
tion equivalent to that which would have been awarded had the task 
been required; it does not warrant the vengeance-like marks sometimes 
applied for simple neglect of accustomed tasks. PTAA 
Certain of Terman’s interpretations of the performance of his “C 
group indicate further a need for flexible evaluation especially when a 


child’s performances are so markedly beyond those of the ordinary 
youth. 


Although many of the C’s by the time they 
general deterioration of ambition and interests, others in this group 
are still riding hard their private intellectual hobbies and are unwill- 
ing to adopt those of their instructors. One suspects that later some 
of these will have to be transferred to the A group. 

In this connection I wish to point out that gifted students in gene 
eral are to a Surprising extent self-educated, Learned and Wood 
find many college seniors untutored in English beyond the high 
school, who know more English than other college seniors who have 
majored in the subject. They even find high-school seniors who know 
more science than some college seniors who have majored in science 


preparatory to teaching it in high school. Such facts as these show 
what the gifted high school student is Sometimes up against.!2 


reach college show a 


Burks, Jensen, and Term. 
of the mediocre scholasti 


The student whose score on the Thorndike Intelligence Exam- 
ination was by a considerable margin the highest that ha been made 
by anyone entering Stanford since the tests were first instituted, 
graduated (for the A.B. and J.D. degrees) with a scholastic record 
that was only a little above average, but with a record for popularity 
and leadership rarely equaled. On his leaving the University one of 
us informed him of his Thorndike score and asked what was responsi- 
ble for his indifferent scholastic record. The answer was that he 
knew he had a better mind than most men, that in high school he 
always earned A’s, but that when 


he entered college he decided he 
ought to study people if he was to make a success as a lawyer. View- 
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ing the matter retrospectively he said he was entirely satisfied with 
the choice he had made; that he had taken care to learn enough law 
to know what he was about, and that he knew when the time came 
to take the position which had long been promised him in a leading 
law firm he would have no difficulty in working up his cases. . . 3 


It may be noted in passing that this able student’s statement that he 
knew “what he was about” in law is an informal expression of the 
author’s notion of education as cognitive perspective (p. 102 ff). In the 
Presence of such intelligent calculation, it is reasonable to question 
the view that omniscience may be attributed to the approved comple- 
tion of approved tasks in approved ways. 

A final corollary in extension of the principle of relative uniqueness 
Suggests that gifted children properly utilize more highly developed 
equipment than the generality of children and youth: 


(II. D) That the education of the gifted individual should involve the use of equipment 
in the average range of 


and materials beyond that practicable or essential Jar children's 
intellectual ability. 


More materials will be needed for the appropriate education of the 
gifted for the reason that the demonstration of facts and principles at 
levels of complexity beyond the reach of average intellectual capacity 
often demands different media of demonstration. Laboratory equip- 
ment suitable for the exposition of elementary physical laws, for in- 
Stance, will not in every case permit a demonstration of the more subtle 
and complicated principles which the gifted individual will be able to 
grasp. And whereas a basic general encyclopedia might suffice for the 
Ordinary research purposes of average children in the earlier years of 
Secondary school, the gifted are likely to demand much earlier special 


reference works of a technical nature. — , 
The Educational Policies Commission notes this need for more 


elaborate equipment: 


e access to a wide variety of books, pictures, 
realia, and other instructional materials. More materials and a greater 
variety of such materials are needed for students of superior mental 

But superior students need less guidance 


ability than for others. r 
in de aecpon and use of such materials than do others." 


Learners should havi 
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And in another context the Commission notes that the additional 
materials needed for such Purposes will probably lead to more expenses. 
They feel that the returns would be more than compensatory: 


The improvements in elementary and secondary education that 
are most needed to carry out effective programs for the education 
of the gifted vary as to the amount and kind of expenditure required. 
Some are negligible in comparison with total costs (for example: 
books, supplies, art materials, sheet music). Others, although ex- 
pensive in first purchase, may be used over several years, so that 
the annual cost is not great (for example: science laboratories, shop 
equipment, musical instruments, and special equipment for audio- 
visual aids). Still other items would be large absolutely and con- 


tinuously (for example: more teachers, counselors, significantly better 
salaries, smaller classes) .15 


they offer in computation, permit insight into broader 
reasoning applies to teaching the 
of electronic data-processing machinery to able students 
in the upper levels of the Secondary school. And it can only be con- 
Jectured what leaps of insight into the nature and processes of plant 
and animal life, for instance, might occur from making available to 


the intellectually gifted child in the very earliest school years a micro- 


typewriter should be taught. Occasions demand that the speed, legi- 
bility, and general utility of typewriting be substituted for longhand, 
and the school should Prepare the brighter individual for such occas- 
ions, on the score that they will occur more frequently in his life span- 
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Concluding with the suggestion that special equipment is justified, 
the proposition that the education of the intellectually superior indi- 
vidual should be uniquely conceived has been ramified through pre- 
Vious corollaries emphasizing that administrative rearrangements do 
not alone comprise uniqueness and that the gifted individual may play 
an effectual role in his own development. 

Such practices as allowing individual plans to substitute for group 
enterprises; allowing initiative in the pursuit of a project once a 
Perspective is established with respect to purposes and goals; granting 
freedom to move along the lines of the educative design at any rate 
of speed commensurate with optimum gain; according permission to 
Vary the depth of exploration with different curricular segments (even 
allowing haste and superficiality in a given requirement where a 
broader purpose suggests it); affording a flexible evaluation of total 
endeavors within a given period; and, perhaps as significant as any 
Practice, allowing some free time unstructured by assignments and un- 
fettered even by the design itself, so that the uniqueness of the personal- 
ity may truly achieve expression—these and other expedients at the 
level of operation follow upon the proposition of uniqueness and its 


corollaries, 


chapter THE PRINCIPLE OF ECONOMY 
six 


A third major proposal by way of general principles governing the 
educational design states: 


QII) That the curriculum should consist of economically 
chosen experiences designed to promote the civic, social, and 
personal adequacy of the intellectually superior individual. 


To exercise economy in the choice of experiences so that in a reason- 
able number of years of schoolin; 


S the behavior potential of the indi- 
vidual may come to include ade 


ed for them. 1 
this proposition urges that scho° 


: ghest potential for multiple trans- 
fer. A curriculum deliberately placed at a high level of generality an 


abstractness will, under this concept, be practicable and desirable- 
On the other hand, many experiences couched at a relatively specific 
or concrete level in order to reach down to the comprehension of the 
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generality misfit the intellectually able and result in the boredom 
rebellion, and withdrawal commonly noted. A reaction against for 
malized intellectualism in education was perhaps right and due; that 
ee age extend to the extreme of ignoring or minimizing the 
he ee mentally gifted children have for making specific 
Lei ons rom a valid generalization is a fundamental violation of 
principle of individual differences. 

Dewey has spoken both of the dangers of “abstractness” as setting 

experience apart from life and of the value of abstraction for the de- 


velopment of the person. He says: 


one with intelligent or purposeful 


It will be apparent that mind is 
ns something and in which the 


activity—with an activity that mea 
meaning counts as a factor in the development of an activity. There 
a a sense in which mind is measured by growth of power of abstrac- 
tion, and a very important sense this is. There is another sense in 
which it can be truly said that abstractness is the worst evil that infests 
education. The false sense of abstraction is connected with thinking 
of mental activity as something that can go on wholly by itself, apart 
from objects or from the world of persons and things. Real subject- 
matter being removed, something else has to be supplied in its place 


for the mind to occupy itself with. 


He was in opposition, obviously, not to the legitimate and effective 
Use of intelligence, but to the mechanical usages and routine memoriter 
Procedures which had come to characterize much of the school activ- 
ity in the era of Dewey’s initial rebellion. 

A practical recognition of the capacity of gifted children to deal 
meaningfully with abstractions, and thus to economize upon the learn- 
Ing process, was made in an early book on the subject, edited by Helen 


Cohen and Nancy Coryell. They wrote: 


ds of teaching, however, the term “activ- 


In discussions of metho r 
ways of learning by doing. This 


ities” has come to indicate various 
interest has resulted from the popularity of the project method and 


the introduction of large, well-equipped laboratories, stages, and 
workshops. The values of such physical activities as these devices 
employ are probably subject to limitations in the case of the intel- 
lectually gifted. For example, since superior students can use vivid 
imaginations, it is more to their advantage to read a substantial book 
on costumes as these developed from modes of family and court life, 


104 General Principles of the Educational Design 


than to expend time and energy in dressing a doll in the style shown 
in a single picture. The Setting of a scene in a Shakespearean play can 
better be imagined from a well-illustrated book than from a crude 
cardboard model of the Globe Theatre. Again, laws in physics can 
very often be perfectly comprehended in terms of equations or state- 
ments of supporting facts without individual laboratory rehearsals 
of known processes. Laboratories and workshops offer valuable op- 
Portunities to the superior student, but the purposes and the work 
could be on much higher experimental levels than are usually en- 
couraged or provided for and directed." 


Here is a point of view which urges a re-apportionment of the concrete 


and abstract elements in educational experience which should char- 
acterize all subject-matter presentation. The concept is broad enough 
to foreshadow the mania for teaching machines. 

The proposal that economy govern the choice and organization of 
experiences in the curriculum for the gifted is meant to emphasize 
that the intellectual Capacities of the educand should be applied to the 
pursuit of generalizations and abstractions which he demonstrates an 
ability to handle meaningfully and which will economize upon the 
time and materials essential to his education. : 

For those persons who will pursue learning to higher reaches, ov€! 
a longer portion of the life span, and who by natural bent will search 
more intensively for unity among variously acquired insights, some 
simple rubric upon which to structure the content of educative expe! 
iences would appear to be helpful. A commonly used category for 
Purposes of organization of materials and courses of study in highet 
education is four-fold, consisting of (1) the humanities, (2) the social 
sciences, (3) the natural sciences, and (4) mathematics. The first 


corollary to the principle of economy employs this division of academe 
disciplines: 


(IIL. A) That a four-fold category of the subject matter of the curriculum should b¢ 


utilized, the areas being the humanities, the social Sciences, 


the natural sciences, and 
mathematics. 


Not all courses studied would necessarily be so entitled, but the child 
or youth would be kept in constant reference to this four-fold division 
as a means toward estimating his progress along important lines of 
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academic experience and toward facilitating his insight into the proc- 
esses and goals of his own development. Some of the uses of such a 
simple, planning rubric suggest themselves. 

The elective system in general school practice is sometimes accused 
of permitting students to build the requisite credits or units with 
separate studies which do not lend themselves to a comprehensible, 
integrated pattern. A four-fold rubric, which is in itself comprehensive, 
offers an easily comprehended scheme of organization around which 
elective experiences and required ones can be ordered and through 
which an ordered estimate of an individual’s advancement in knowl- 
edge can be obtained. 

A glance at the subjects, often only four principal ones, pursued by 
a student in a given year of high school frequently reveals patterns 
such as: (1) English, U.S. History, World Geography, Algebra; or 
(2) English, French, Geometry, Home Economics. In the first of these 
Patterns analysis by the four-fold rubric suggested here reveals that 
for a full year in the developing child’s experience no systematic pre- 
sentations in the natural sciences occur and that one half of his study 
load is in social studies. In the second pattern, both social studies and 
natural science are missing. So long as school personnel and children 
think of school subjects as entities apart from the basic intellectual and 
academic disciplines to which they belong, such awkward gaps and 
Overloads are likely to occur. On the other hand, thought about the 
Study load of the individual child at a given period, which relates to 
the base of four broad areas, easily arranges studies so that all areas 
will be represented. Children should advance their understandings on 
ntinuous, spiral penetration into the general 
d additions, extensions, and deletions from 
he enriched curriculum or the curriculum 
lligently with such a basis in mind. 
rdinate to the division, only major, com- 
if the idea of economy is to be ful- 
filled. These comprehensive concepts, of course, may be organized 


but the virtues attributed to the “unit” method 
r the education of the gifted. The 


tions allows for an optimum bal- 
involving materials and 


a fairly even front, in co 
range of knowledge. An 
the program of offerings int 
as a whole can occur more inte 

Within the areas of knowledge subo 
prehensive concepts should be explored, 


in a number of ways, 
of organization seem to be fitting fo 
unit method in its richer interpreta 
ancing of intellectual uses with activities 
concrete processes. Appropriate levels of unit construction can be 
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found to utilize the extreme capacities of the gifted. A corollary en- 
compassing both the idea of comprehensive concepts for the sake of 
economy and their organization into units is: 


(IIL. B) That a curricular organization involving comprehensive, functionally organized 


teaching-learning situations should be utilized in substantial part in the instruction of 
the gifted. 


Of course complete distinctiveness in application to the intellectually 
superior can scarcely be claimed for such an approach to classroom 
technique. Under several guises some such organization of curricular 
materials for all children has been evolving for many years. Distinc- 
tiveness is more likely to pertain at the level of implementation of the 
principle than in the theory behind it. 

Moreover, this emphasis upon the unit method of instruction does 
not eliminate the desirability of other methods. Cohen and Coryell 
have reminded their readers (cf. citation on pp. 103-104) that the 
gifted child may learn more about costume through reading than 
through activity of a concrete type; it is equally true with respect to 
the gifted that a well developed lecture can be as profitable as instruc- 
tion. The central meaning of a social problem, for instance, and the 
implications of varying reactions to the problem may be sketched for a 
group of gifted children through a well organized lecture; and their 
capacity to generalize and to apply will appropriately be brought into 
use in making for themselves such specific experiences with the idea 
as might well have to be part of the instruction for the generality. The 
gifted child in the ordinary milieu of playground and home can make 
his own laboratory incidentally and in passing, and will tend to do 50, 
for the testing of concepts which have come into his ken. To him the 
idea is the central factor and the crucial point in his instruction. It is 
not so much a question of developing applications and illustrations for 
him as of allowing him to develop his own. 

In the upper reaches of his secondary instruction, then, looking 
toward that time when independent pursuit of ideas 
possible, the gifted student should be referred to more 
prehensive, highly generalized presentations in texts a; 
all in the interest of economy—so that as soon as p 
attain a range of insights commensurate with his unu 
learning capacities. 


should become 
and more com- 
nd in lectures— 
ossible he might 
sual interests and 
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The major proposal of economy and its corollaries hold that with 


respect to the education of the gifted the exercise of economy will 
especially pertain. Greater expanses of knowledge can be attained 
through the use of economically devised, comprehensive concepts, and 
there is a need for such greater expanses by virtue of the complex civic 
and personal functions which will be thrust upon the intellectually 
superior individual. The corollaries have been stated that (1) a four- 
fold content classification is useful in structuring the experiences of the 
gifted; and (2) that a functional organization of the curriculum is ap- 
propriate, a variety of methods for its implementation being possible. 
ficient type of education in accord 
of the gifted. It demands an organically 
oting the total scheme of values and 
f curricular 


with the learning capacity 


conceived educational design prom 
skills sought, and it establishes disciplines in the process © 


selection and deletion. 
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A final area of consideration respecting the general design of educa- 
tion for the gifted concerns the teacher. It will be maintained that the 
most able learners should have teachers particularly adept in dealing 
with the mental and behavioral characteristics which distinguish gifted 
children. This position is not a denial of any democratic tenet. Rather 
it is an essential toward realizing the degree of individualization and 
self-fulfillment required by the democratic ideal. Add the more ma- 
terial concern for the welfare of society (cf. the discussion in Chapter 2 
of “The Social Significance of Special Education for the Gifted”), and 
the position is further substantiated. One can scarcely review the names 
of historical men and women of genius as studied by Cox, or the con- 
temporary achievements of Terman’s children as adults, without 
acknowledging that the social returns upon investment in the special 
education of the gifted are most promising, if advances in human wel- 
fare through medical discoveries and technological progress can be 
measured at all. In contrast, the more familiar, expensive, elaborate, 
and sustained endeavors in behalf of the handicapped, all very es- 
sential to the same democratie tenet, on the material side provide 
only limited returns in the attainment of minimal self-sufficiency and 
the avoidance of institutional care. Stated as a Principle, then, this 
proposal is made: 
108 
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(IV) That teachers of intellectually superior children and 
youth should be among those of the greatest general excellence 
to be found in the profession. 


tet that this excellence should include deviance in intellectual 

, and related personality characteristics similar to that of the 

a children themselves, as a means of facilitating that intimate 

Ra ectual and temperamental rapprochement without which schooling 
mes mere instruction and never education. 

_What, then, are some of the particular characteristics which should 
distinguish those best qualified to become mentors to prospective 
Philosophers, scholars, scientists, and statesmen? That the drive toward 
pape is one of the more pervasive aspects of the behavior of 
iden, ted child has been indicated. This dynamic quality and related 
eg er mental processes need opportunity for outlet rather than ex- 

al urging toward expression. It is important that the teacher be 
able to reckon with the fuller expression of mind at such levels. Yet 
brilliant reasoning may have aspects of immaturity which can be 
Seasoned by careful guidance. Such guidance requires ability at higher 
levels than that ordinarily needed for work with average students. 
The teacher of bright children will sometimes find himself unequal 
to some of his students in reasoning potential. Should there be a too 
Sreat discrepancy, the frequency with which the teacher is compelled 
to admit error or inadequacy is likely to result in a loss of prestige. 
Hollingworth notes this point: 
impersonal interest in educational 


problems and for ability to maintain an unbiased attitude even to- 


ward pupils whose grasp may in some instances exceed her own. 
The teacher must, in short, be one who can tolerate being beaten 


occasionally by a child, in inte 


The teacher should be chosen fo 


Hectual performances.’ 


Somewhat later she makes a similar observation: 


d will be intellectually capable of self- 
value to society can be realized only 
detached from the influence of both 
he more intelligent the child, the 
y unfortunate, therefore, that so 


The highly intelligent chil 
determination, and his greatest 
if he is truly self-possessed and 
positive and negative suggestion. Th 
truer this statement is. It is especiall 
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many gifted children have in authority over them persons of no special 
fitness for the task, who cannot gain or keep the respect of these good 
thinkers. Such unworthy guardians arouse, by the process of “‘reinte- 
gration,” contempt for authority wherever it is found, and the 
inability to yield gracefully to command.” 


In a description of “what makes the good college teacher,” Justman 


indicates qualities which logically pertain to the needs of the brighter 
student: 


Watch the master teacher at work! There is little in his perform- 
ance which is superfluous, Each expressed idea is meaningful and 
important. A short question may suffice to introduce a whole chain 
of ideas, a word to redirect a whole trend of thought. Commanding 
the performance is a recognition that students, too, can read and 
think and work, that what they need most is stimulating direction. 
The good teacher is not necessarily exhaustive, “covering” the subject 
the way a carpet covers the floor; he is selective, revealing the guide- 
Posts by which the students can themselves travel more deeply into 
the subject. His teaching is suggestive, connotative. It leaves the 
students not overwhelmed by facts, but richer by a few insights and 
with a growing sense of independence.” 


It is the gifted students who fit in the richest sense certain of Justman’s 
descriptive phrases—e.g., susceptible to a whole chain of ideas, who 
“read and think and work,” and who “can themselves travel more 
deeply into the subject.” They profit most from suggestion and con- 
notation, as has been noted earlier. At the college level, of course, the 
differentiation in intelligence is lessened, so that to some degree all 
college students have moved nearer to that level at which students 
might be termed “bright” for school purposes. Even at the lower 
levels, however, qualities such as these of the good college teacher are 
needed in the instruction of the brighter children. ; 
It is further apparent from experience with intellectually superior 
students that something of a “philosophical” disposition on the part of 
the teacher is a necessary personal characteristic. Only a disposition 
on the part of the teacher to move the concrete facts of history and 
Physiology and mathematics toward their problematic phases parallels 
a similar intrinsic bent on the part of the pupil. It is this type of mind 
that will effect relations between issues and disciplines and sense dis- 
crepancies and inconsistencies in real situations. The average child in 
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the average learning situation tends to be unaware of such inter-system 
difficulties and not to be disturbed by them if brought to his attention. 
“apie on the positive side, such philosophical behavior is unquestionably 
quisite to proper conceptions concerning impending changes and 
Proper leadership in such changes. 
ee recognition of this dimension in the educative process occurs 
ace exposition of an educational philosophy of avowed “elitism” 
i would be suspect today. Independent of his total perspective, 
owever, Michael Demiashkevich appears to see as essential certain 
graines of personal disposition in the teacher of the ablest learners. 
e says; 


n Teachers of the elite should in the first place be themselves an elite 
in the sense of possessing intellectual acumen, character, and general 
culture, They should, of course, possess knowledge of their special 
fields and of the fundamentals of the science of education. They 
should be well-grounded also in the fundamentals of the history of 


Philosophy, irrespective of their specialities. 
Again, why philosophy? First, because a teacher of the elite in order 


to be a competent guide in the matter of character building must 
himself have a scale of values—moral, scientific, political, aesthetic— 
as firm and clear as possible. In other words, the teacher of the elite 
must have a critically worked out general outlook upon life and its 
fundamental problems. Above all, the teacher has to know how 
humanity stood in the past and appears to stand in his own time 
with regard to the fundamental problem of certainty—epistemolog- 
ical, metaphysical, and ethical. Then he will be better prepared to 
answer their questions and guide the youths in their inherent urge 


for the ideal.” 


There are additional reasons why philosophy, as the end of truly 
advanced study into the nature and behavior of men and material, 
Would seem a fitting pursuit for the teacker of the gifted. That future 
Scientists or scholars in the humanities may possess the insights es- 
Sential to citizenship at higher levels demands that their thinking be 
constructively guided in those areas in which they are not most adept. 
Only the teacher who has traveled over such intellectual horizons as 
those represented by philosophy, theoretical science, and religion; the 
Political and economic ways of man; the manners of his aesthetic ex- 
Pression; and varying value systems as products of cultural growth can 
Possess an adequate perspective upon the total enterprises of man and 
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be able to induce a reasoned and balanced view within the gifted 
child upon his field of major capacity and interest. Something of 
education as a way of life and of the idea of its proper continuance 
through the years are insights which should pervade the spontaneous 
attitudes and ideals of the teacher of the gifted, in order that subtly 
and indirectly he may pass them on to those of his charges who can 
personally realize these processes at their higher levels. , 

A concept that has lost much of the richness which it once held is 
that of a student’s selecting a place for study “with” a certain man. 
This idea is prominent in Boring’s treatment of the development of 
thought in experimental psychology. These selected passages are il- 
lustrative. Of Franz Brentano, he states: 


He first went to Berlin to study philosophy, and there Trendelenburg 
taught him to appreciate Aristotle, who came thus to be the dominat- 
ing influence throughout the rest of his life. A year or so later, in 1856, 
Brentano went to Munich, where he came under the influence of 
Döllinger, a Catholic historian and theologian, who was subsequently 
excommunicated because of his criticism of the Church. This latter 


fact is interesting in view of Brentano's later difficulties with the 
Church,” 


Of Otto Kiilpe: 


He went in 1881, not to Königsberg, the nearest university, but to 
Leipzig, in order to study history. At Leipzig, however, he came into 
contact with Wundt, who diverted him, for the time being, to philos- 
ophy and, of course, to experimental psychology, which was still an 
infant science. . . . He was not, however, entirely weaned from his 
desire to become an historian. He stayed with Wundta year, and then 
went to Berlin for a semester to study history again. Perhaps he was 
weighing history against psychology in this turning of his back on 
Wundt and going to the great Berlin historians like Mommsen, 
Kirchkoff, and Diels. . . . After a single semester he went in 1883, 
not back to Wundt, but to G. E. Miiller at Göttingen. . . 23 


Of John Dewey and associates: 


In 1894 Dewey went to the University of Chicago for ten years as 
professor of philosophy. G. H. Mead came with him from Michigan 
as assistant professor of philosophy. A. W. Moore was assistant in 
philosophy the next year. . . . In 1894 James R. Angell also came 
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to Chicago as assistant professor of psychology and director of the 
psychological laboratory which had been started the year before. 
In this year, Dewey, the oldest, was thirty-five; Angell, the youngest, 
was but twenty-five. Dewey was at the time half a psychologist. 
Mead and Moore were interested in psychology; and Dewey’s bril- 
liance was able to exert considerable influence upon the systematic 
tenets of the others. They were all young. It was just the situation 
that tight lead to a school founded upon a systematic point of 
view. 


° 
Should those most sensitive to behavioral differences not be per- 


mitted this classic type of association at earlier age levels? Great figures 
like the teachers just mentioned are perhaps not the products of any 
Systematic educational enterprise as such, and it is of course not feas- 
ible to expect that every public school system have for the convenience 
of its brighter children a man or two like Brentano or Dewey. But a 
realistic expectation does arise from the concept. Among the men and 
Women who choose teaching as a profession there are those to whom 
the ideals of continued growth and of increasing perspective appeal 
and who are capable of such increasing stature. Perhaps if their 
Professional training encouraged deeper and broader pursuits, more 
teachers in this vein would be available. Because the sensitive child 
will be alert to precept, then, his teachers should have conducted 
themselves in such a manner as to become men and women worthy 
Of a child’s studying and studying with. 

Men who think as they talk, rather than recall; who speak from the 
Wealth that they have learned, rather than from what they have been 
taught; who argue with a clear recognition and sensitive acknowledg- 
ment of the positions from which they argue; men who differentiate 
faith from fact, and label each accordingly; men who in one breath 
State not only the conviction, but its reasoned base—such are the 
teachers for youth who are critically and analytically disposed. Subtle 
indications of attitudes such as the raised eyebrow, a suggestive move- 
Ment of the hand, or apparent increased tension often pass the average 
Student unnoticed; these form much of the substance of things learned 
in the case of gifted students. The teacher’s language, logic, and general 
Classroom behavior become a part of that total experience of the child 
which is his curriculum. And only the gifted teacher can lead the gifted 


child through experiences commensurate with his capacity. 
In striking contrast to the level of behavior just described and by 
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way of indicating that teachers do become the subject of the gifted 
child’s concern, this passage from Hollingworth is appropriate: 


The foolish teacher who hates to be corrected by a child is unsuited 
to these children. Too many children of IQ 170 are being taught by 
teachers of IQ 120. Into this important matter of the selection of the 
teacher we cannot enter, except to illustrate the difficulty from recent 
conversation with a ten-year-old boy of IQ 165. This boy was re- 
ferred to us as a school problem: “Not interested in the school work. 
Very impudent. A liar!” The following is a fragment of conversation 
with this boy: 

“What seems to be your main problem in school?” 

“Several of them.” 

“Name one.” 


“Well, I will name the teachers. Oh, boy! It is bad enough when 


the pupils make mistakes, but when the éeachers make mistakes, oh, 
boy!” 


“Mention a few mistakes the teachers made.” 

“For instance I was sitting in 5A and the teacher was teaching 5B. 
She was telling those children that the Germans discovered printing, 
that Gutenberg was the first discoverer of it, mind you. After a few 
minutes I couldn’t stand it. I am not supposed to recite in that class, 
you see, but I got up. I said, ‘No; the Chinese invented, not discovered, 
printing, before the time of Gutenberg—while the Germans were 
still barbarians.’ Then the teacher said, ‘Sit down. You are entirely 


too fresh.’ Later on she gave me a raking-over before the whole class. 
Oh, boy! What teaching !’"25 


Under a teacher who could offer him an intellectual diet of large" 
issues, such mistaken details might not be so violently received. With 
trivia as the medium, the content, of education, the frustrated mind 
is likely to grasp at any discrepancies. 

The professional training (beyond subject matter and beyond “gen- 
eral” education) of the teacher of gifted children may well begin with 
that normally administered to teachers. Certainly the historic and 
present function of the school as an agency of society, the studies in 
methodology, and those in routine surveys of child psychology and 
sociology are all important. Certain additional areas would appeat 
justified by virtue of the nature of the task and of the characteristics 
of the gifted. Particularly studies in personality dynamics and the 
psychology of adjustment would seem urgent in that, though positively 
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ordered and balanced better than the average, the gifted is neverthe- 
less a difficult child with which to deal. Important also are certain 
areas of clinical psychology which bear upon positive aspects of de- 
velopment—perhaps psychological diagnosis by means of tests, the 
ability to interpret behavior in more than its surface aspects, and the 
ability to interact with the individual or the group in such a way as 
to contribute to the fuller expression of their personality while con- 


trolling and understanding one’s own. 
On the basis of the rationale sketched here, four corollaries to the 


Principle of a specially qualified teacher for the intellectually superior 
Child will be stated: 


(IV. A) That the teacher of gifted children and youth should be deviant with respect to 
those qualities common to the gifted group. 


(IV. B) That the personality characteristics of the teacher of the gifted should be 
adapted to the particular types of stress and demand which arise in dealing with chil- 
dren who have marked initiative, strong and sometimes distinctive interests, and excep- 


tional rational capacity. 


each the gifted should, by personal initiative 
ve attained a body of insights leading toward 
ding at some depth into crucial human 
with profit the man, his values, and his 


(IV. C) That the person designated lo t 
as well as by institutional requirement, ha 
2 Philosophical perspective upon life and exten 
issues—to the end that the student may study 


behavior, 


the teacher of the gifted should, in addition 


(IV. D) That the professional training of 
include areas crucial to his task, especially 


to those experiences designed for all teachers, i a 
the bsychology of personality and selected studies from clinical psychology. 


Three brief appraisals from gifted students themselves will epitomize 
much that has been said here about the teacher of exceptional chil- 
dren, Elsbeth Kroeber cites these tributes to teachers, made by gifted 
Students in New York City: 

ool I found in my biology teacher a source 


y I received from this provocative woman 
d me to the most unusual reading for a 


When I went to high sch 
of constant revelation. Dail 
a challenge which prompte 
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girl in her teens: books on a great variety of subjects—on the conflict 
between religion and science, books on food and adulteration, and 
books on pure science and social philosophy. This teacher had a most 
insinuating way of talking about what she had read, or an idea she was 
entertaining, so that I could not rest until I had followed her into 
the various realms which she was constantly disclosing. 


This teacher illuminates his subject by injecting into it his own 
personality, and when the factual side of work will have been for- 
gotten the flavor of his teaching will long linger in the memories and 


influence the actions of those fortunate enough to have learned from 
him. 


The very air is charged with sympathetic enthusiasm. The teacher 
is active and alert. The pupils are not less so. They see the laws of 
science in their proper relation to other things. The knowledge of these 
laws demonstrates the efforts of peoples through the ages. This best 
teacher, a master, marshals facts. His work is his joy. 


It would appear that students upwardly deviant in intelligence have 
much to gain from those who, like themselves, are intellectually supe 
rior, not only through more adequate guidance of intellectual behav- 
ior, but also from the influence of other characteristics positively 
correlated with superior intellect. 

No supermen are suggested in these remarks on the desirable char- 
acteristics of teachers for gifted children. It is rather that an intelligent, 
flexible and benign human being should be sought, and his energies 
directed first toward his own fullest development and then toward the 
development of gifted children. Such persons are not found in great 
numbers; nor are they non-existent. Perhaps some larger number than 
Terman’s data show of the gifted themselves might be persuaded tO 
direct their capacities to this end. The mode of life is such as to appeal 
to many of their inclinations. And no excessive idealism can be fairly 
charged in this portrayal. The qualities specified are as much econom- 
ically as extravagantly conceived, in consideration of the fact that the 
children being guided are those with the most extreme capacities 
found in the human species and that the tasks which they will tend to 
undertake are perhaps of unparalleled complexity. Where, if not here, 
should society designate that its most excellent chosen engineers of 
human destiny practice their skill? 
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SUMMARY OF PART II 

This section has dealt with issues in the education of the intellectually 
superior child which are broader than those to be discussed in the 
following section. They relate to the educational aim, the sources from 
which such aims derive, the unique nature of the design of education 
for the gifted, and the personnel who will instruct gifted children and 
youth. The four major propositions state: 

Proposition I: That the educational pr 
the nature of the child and on the nature of the role he w 
the social order of which he is a parts 

Proposition II: That the program must be conceived uniquely with 
respect to the capacities which characterize the gifted child; 

Proposition III: That economy should govern the designing of the 
Curriculum in order that an appropriate depth and breadth of learn- 
Ing may be acquired within a reasonable period of the individual's 
young life; and i 

Proposition IV: That te 
the most able that can be summoned to th 


_ The two parts following deal respective 
intellectual phases of the youth’s educational program and with his 


Personal, social, and character development. In some instances the 
Principles in these two chapters will reflect points touched upon in the 
Underlying theory of Part I and the principles of design in Part II. In 
Such cases they are specific exte s of the broader principle as it 
ramifies into the academic or nd character 
Phases of the educational program. 


‘ogram should be based on 
ill assume in 


achers of the intellectually gifted should be 


e task. 
ly with the academic and 


nsion: 
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three 


PRINCIPLES OF 
INTELLECTUAL 
AND ACADEMIC 
DEVELOPMENT 


As long as we worship science and are afraid 


of philosophy we shall have no great science; 
we shall have a lagging and halting contin- 
uation of what is thought and said else- 
where. As far as any plea is implicit in 
what has been said, it is, then, a plea for 
the casting off of that intellectual timidity 
which hampers the wings of imagination, a 
plea for speculative audacity, for more faith 
in ideas, sloughing off a cowardly reliance 
upon those partial ideas to which we are 


wont to give the name of facts. . + 
—John Dewey 
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ae a be devoted to those phases of the development of the 
os be ually superior individual which are centered most directly 
E mental capacity. The academic portions of the school 
enan um attempt to transmit to the child essential understandings 
Ao ee heritage. The processes of knowing, of learning, have 
Ts na ly been seen as central to education. This continues to bea 
Wows ia though, as has been seen in part already, the interpreta- 
of me P ee here concerning the role of knowledge in the education 
edge 8! ted differ from the usual conceptions of the function of knowl- 
intee in the educative process for persons of the generality. Further 
“i pretations along this line will e n the propositions that 

at of the child’s intellectual and aca 
of 5 recognizing one phase of development, no attempt is being made, 
the ae. to suggest that such developmien® can occur independent of 
rs hii organism. The isolation of this aspect for separate treatment 
Bern sap device only, for the purpose of closer examination and 
a etailed statements concerning experience in which intellection 
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S predominant. 


The emphasis still will be on the organization, structure, and design 
he content itself, for it is both in the 


f facts that a distinctive program 
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demic development. 
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of education for gifted children is justified, as well as in the sheer 
nature of the facts chosen for school instruction. 

In general, those experiences which are conceived as essential to the 
gifted represent areas of knowledge and organizations of ideas lying 
Just beyond his independent capacity to formulate at any particular 
developmental stage. Sheer facts are excluded from the picture very 
largely. In acquiring facts which pertain to a given issue, as has been 
noted, the gifted child is his own servant. He needs, characteristically, 
little supervision at this level. But in those areas beyond mere aware- 
ness his problems arise. The putting together of facts in an appropriate 
organization may comprise one such problem; the synthesis of facts 
into categories—scientific, religious, sociological, philosophical—may 
comprise another; and the sheer techniques for correct perceptions 
within a new field of knowledge may comprise a third. It is with such 
problems as the following that the principles of the present chapter are 
concerned: how to help the child who is adequate to the task of per- 
ceiving, retaining, recalling, and associating ordinary facts, perform 
other mental processes with them; how to help him attain those 
reaches which he cannot attain himself or which he can attain only 
through unnecessary waste in trial and error. ? 

In this part more than in the following, the principles are 1m- 
mediately relevant to the intellectual superiority of the person. In the 
life-span development of cognitive perspectives the gifted person 1S 
most particularly deviant. What he will know, or be aided to know 
through devices of the school, determines in considerable measure 
what social service he will be able to perform. If the development of 
his higher mental processes is narrowly or haphazardly accomplished, 
society as well as the individual will be the loser. 

This area of the present work may strike some readers as aiming at 
achievements beyond the capacities even of the intellectually superior 
youth at the high school and college level. This may be partially true- 
Only empirical tests by qualified teachers can determine whether or 
not these principles are attainable with given teachers and give? 
groups of children, and at what particular developmental periods. The 
present aim might indeed be as high as the present curriculum is low 
with respect to the capacity for learning which the brighter young 
person manifests. Some of the understandings called for represent at- 
tainments usually acquired, if at all, by men in their maturity. Our 
principles promise simply to outline an appropriate course and char- 
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acter of experiential development which, if implemented, would appear 
to launch youth much more effectively onto a life-long career of intel- 
lectual behavior on the frontiers of science and human welfare than 
does the impoverished educational regimen to which they are presently 
subject. 


cha pter | THE ROLE OF INTELLECT 


eight 


As a first proposition relative to this phase of the educative process» 
an extension is made of the general proposals in the last chapter that 
the gifted individual is capable of accomplishing much of his ow? 
education and that teaching the gifted child what he can learn for 
himself is uneconomical. It is therefore maintained: 


(V) That in the education of the gifted individual there 
should be considerable emphasis upon intellectual activity. 


It seems possible to a degree that experience designed to modify behav- 
ior can be achieved ideationally—vicariously, as it were—with brighter 
children, a fact which should influence the content and method ° 
their instruction. k 

The literature is replete with evidence that intellectual, theoretical, 
abstract levels of behavior are the natural modes for gifted individuals. 
Carroll notes this, for instance, as follows: 


Perhaps the most important mental characteristic of the bright 
child is that of being able to see relationships, to make logical associa- 
tions, to adapt abstract principles to concrete situations with identical 
elements, to generalize. . . .1 
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Sin i 

ae a person can possess a capacity and yet have no desire to 
z Š it, it is important to emphasize that gifted children and youth 
— l kae a strong urge to use their superior intellects. Abstracts 
oe: on s data in Part I, it will be recalled, point to this fact 
with respect to the very highly intelli i ' 

i y elligent of Hollin i 
Studies, this is said: E i — 


The intellectual interest and capacity of young children who test 
from 160 to 200 IQ is incredible to those who have had no experience 
with the teaching of such children. We have in our classes about a 
dozen of such extreme deviates. They are the truly original thinkers 
and doers of their generation. A book could be made of the incidents 
constantly occurring which denote the qualities of their minds. It is 
these children who suffer from ennui in the ordinary situation.? 


es remem ua met pe pe 
of theory on tk f y d sa ets anding and s m in tig treatment 
more 25 he part of stu ents in advanced studies, pertain to the 
leatnen ra spontaneous capacities and expressions of the superior 
ians + it as from these persons that criticism and evaluation of the 
baviio aa in practices and institutions tend to come, and it is these 
of oe inconsistencies between theory and practice. ‘The generality 
ea: ents, it is commonly observed, are impatient with theory, and 
Eain mpatience is in harmony with their inability for adequate reck- 
are N S and among theories. These planes of experience, however, 
that Je “re playing fields for the gifted, and the true and proper lines 
mini ad from principle to practice tend to be apparent to them with 
nimal concrete detail. 
a their sheer capacity for intellec 
Pe interest in the use of this capacity; 
the re of ignoring such capacity and intere 
Shae, ted should take the intellectual form. For t! 
sory ag theories, principles, and generalization! s 
and mpact should be distinctively different from that appropriate 
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tellectual activity, their char- 
and the undesirable 
st, instructions for 
hem, the ratio of 
s to concrete sen- 


this proposition. The first states: 


Vv p —_ 
Na A) That, in part, activity held essential to the learning process should be interpreted 


asm Ea r 
ental activity, or implicit rather than overt behavior. 
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The idea of “learning by doing” has been worked in many classroom 
situations to the aggrandizement of overt physical activity, sensory 
intake and expressive manipulation. The practice has become so wide- 
spread as to encourage the misconception that mental activity is not 
“active.” The results of such conceptions have borne most heavily of 
course upon those children in whom activity of mind is a personal forte. 
Hence, it is suggested as a principle that the manipulation of concepts 
be recognized as active educative experience. G. Lester Anderson and 
Arthur I. Gates treat this point effectively in the following passage: 


Another closely related phase of this problem is one of understand- 
ing properly the meaning of activity as it is related to learning. Again, 
the educator has used this word to modify both “curriculum” and 
“unit.” A learning principle, and a perfectly sound one, is that we 
learn what we do, or that we learn the responses which we make, or 
that we learning [sic] by doing. The logical inferences, or at least they 
seemed logical, derived from this concept that “we learn what we do” 
seemed to be of this order: We learn by doing, doing means activity, 
we learn through activity, activity means action, action means overt, 
physical activity. The misinterpretation which occurred in this setting 
was that activity is always overt, or that physical activity must be 
present if we are to learn. However, learning activity can be and is 
implicit; i.e., it can occur without overt manifestations. When chil- 
dren sit quietly listening to music, college students listen to a lecture, 
or the scientist sits contemplatively at his desk, there need be no overt 
manifestation of an intellectual or emotional activity that is changing 


the person involved. These persons are not passive; they are learning, 
even though externally quiet. 


This principle has great significance for school procedures and p° 
tentially affects a number of school activities. As the “old” curriculum 
was deemed unsuited to the majority and had to give way to one better 
adapted, so it appears the so-called “new” curriculum (in practices 
especially) has become unsuited to those not among the majority 1? 
intellectual capacity. Some of the activities of the earlier school nee 
to be revived under newer concepts of instructional method as amen- 
able to the capacities of the gifted. There should be, for instance, 4 
renewed emphasis upon debating and other forms of forensic activity; 
the writing of essays, not as a labored occasional duty, but as an inte- 
gral part of the continuous activities expected of students; “honors and 
awards” days which will give more significant place to singular 
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achievement; clubs which avowedly organize for the pursuit of theo- 
retical interests; and “teams” of scholars who travel among schools 
of similar strength carrying challenges to the best that their compet- 
itors can summon in diverse forms of scholarly activity. 

_ As a further corollary to the principle indicating fuller uses of the 
intellectual capacities of gifted individuals, it appears: 


(V. B) That the instruction of the gifted should be characterized by a pace and a level 
of complexity which are best suited to their broad.r capacities and that their school 
achievement shall be evaluated in terms of objectives that are equally advanced. 


Applying both to movement from fact to fact and idea to idea within 
discussions and to movement from unit to unit within a course, this 
Principle emphasizes that gifted and average children require a dif- 
ferent amount of time in which to learn. Ideas structured for presenta- 
tion to the gifted may and should be differently developed. When 
functioning at their best, these youngsters feel the need for the higher 
levels of understanding, and this principle urges that their educational 
Program be designed to satisfy that need. 

Levels of understanding are implied in this statement by the Educa- 


tional Policies Commission: 


Teaching for understanding should focus on explanations of the 
reasons for things. The understandings achieved by all learners will 
be increased by the teacher’s skillful use of “why” and “how” ques- 
tions; and such questions are especially well-suited to guiding the 
thinking of gifted students.* 


And beyond the “‘why’s” and the “how’s” lie the “for what purposes” 
and the “to what consequences,” types of thinking which lead toward 
the theoretical and philosophical frameworks under which the exam- 
ined disciplines are subsumed. 

The texts and references used in the education of the gifted may also 
be considered from this point of view of paralleling level of instruction 
With level of mentality. The poor quality in logic, the awkwardnesses 
in style, which might include the very usages which the serious and 
able student is trying to eliminate from his own writing, and the un- 
imaginative and unsystematic quality of the development of ideas— 
all such concomitants to the presentation of subject matter pertain to 
qualitative levels of instruction. The Harvard Report strikes at “sub- 
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English” in educational texts, and this attack upon a specific inade- 
S > P 


quacy can be generalized into support for the entire principle under 
discussion: 


Great numbers of texts in literature, history, social studies, and 
science, pored over through interminable classroom hours, are written 
in forms of English which would be intolerable out of a schoolbook. 
One gets tired of the refrain that the schools are trying to “teach the 
clear and simple expression of ideas” when the prose so often used is 
a string of dead phrases without spring or balance, point or punch, 
fetid with the author's fatigue and the fog of terminology prematurely 
introduced. “Art affects us in our unawares,” said Bergson. So does 
lack of art. These pages are not explicitly put before students as mod- 
els of composition. Their excuse is the subject matter. But they have 
their effects nonetheless. It is a sound principle that all sentences to be 
closely studied in the schoolroom should be as well made for their 


purpose as the best writers can contrive. There will be enough bad 
models to contend with outside. 


Is it not in order to ask that the text possess excellence in more respects 
than in the presentation of its own particular subject matter? Matters 
of style in writing, of aptness of expression, of level of thought and 
discussion, of imagination in the use of incidentals, of subordination 
fact to principle—these are important concomitants which, if well 
ordered, aid the educational enterprise, and if not well-ordered, hinder 
its effects by that much. The perception of such subtleties may be Tost 
upon the average student; for the gifted, however, these are realities 
to which responses are made and out of which habits and attitudes 
are formed. 

As instruction at higher levels is urged, so also should concepts and 
techniques of evaluation recognize qualitative distinctions which best 
pertain to the activity of the gifted. Recent literature on psychological 
and educational measurements has emphasized testing for higher men- 
tal processes than simple factual recall. Warren G. Findley a” 
Douglas E. Scates have detailed this idea of levels of complexity in the 


form of questions developed around the person and career of Ulysses S. 
Grant: 


1. Who was the general in command of the victorious Union Army 
at the end of the Civil War? 
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2. What generals served under Grant at the Battle of Richmond? 
3. During what years was U. S. Grant President of the United States? 


4. (True or False?) General U. S. Grant’s victories during the Civil 
War were an important factor in his being elected President. 


5. (Multiple-choice) An important factor in General U. S. Grant’s 
election to the Presidency of the United States was 

a) his previous career in politics. 

b) his successful leadership of the Union Army in the Civil 
War. 

c) the fact that he was a Democrat. 

d) the fact that Abraham Lincoln had expressed a strong 
desire for Grant to be his successor. 


6. Compare Grant’s success as a general with his effectiveness as 
President. 


7. In the light of your study of Grant's career, which of the following 


is the most reasonable inference? 
a) Successful generals are likely to make poor Presidents. 


b) A President who has been a successful general can make 
considerable use of his military experience in planning 
to deal with new social problems. 

c) The fact that a man is a good general is no guarantee that 


he will make a good President. 
d) It is not necessary for a man to be a successful general in 


order to be a good President. 
e) Success as a general may reduce a man’s prospects of being 
elected President of the United States. 


8. What evidence is afforded by United States history concerning 
the likelihood that a man who has been a great general will later 
become a successful President? 


9. By citing examples from different countries and different periods 
of history, indicate whether the preponderance of evidence sup- 
ports or contradicts the claim that successful military leaders 


make effective political leaders.® 


e 


The authors analyze the questions thus: The first three are “simple 
Questions of fact”; the fourth requires “understanding of an elementary 

ind”; the fifth “makes it necessary for the pupil to weigh alternative 
explanations of cause and effect”; the sixth requires “the summoning 
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and stating of facts and the pronouncement of a simple judgment”; 
the seventh asks “the pupil to carry out a process of thinking that 
requires a fair amount of knowledge about Grant’s career as well as 
considerable understanding both of the facts involved and of the log- 
ical inferences that may be drawn from them”; the eighth and ninth 
“necessitate successively broader knowledge and understanding of mil- 
itary, political, and social history, together with an ability to express 
the understanding effectively.”? Levels represented in questions 7, 8; 
and 9 are the natural intellectual provender of the gifted youth; yet 
the question may well be raised whether in the program designed for 
the average these levels can be represented to any considerable extent. 
That they usually are not, even in upper secondary levels of instruction, 
is scarcely debatable. 

Further illustrative of appropriate levels of mental performance 
through which to appraise the intellectual and educational develop- 
ment of the superior learner are these questions from a sample battery 
of the University of Chicago Comprehensive Examinations: 


—Which of the following statements would become meaningless oT 
untrue if the organization or viewpoint of Biological ‘Science 
changed, even though the definition of terms remained the same? 

a) The vessels which carry blood from the heart are arteries. 

b) The petals of flowers are modified leaves. 

c) Proteins are absolutely essential in the diet of all animals. 

d) The chromosome number of the cells of the gametophyte 
generation of a fern is half that of the cells of the sporophyte 
generation. 

e) Sodium cyanide poisons by inactivating an enzyme neces- 
sary to respiration in the cell. 


—A theoretical physicist conceived a model of the nucleus of a cer- 
tain atom. He used the laws of physics known to work for large 
scale phenomena. He described the workings of the model math- 
ematically. His answers disagree with experimental facts. Which 
of the following should he do first? 

a) Use the nucleus of a different atom. 

b) Develop new mathematics (such as ab # ba, etc.) 

c) Use different fundamental postulates of natural science 
(such as non-uniformity of nature). 

d) Use a different model. 
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e) Use different laws of physics (such as nonconservation of 
energy, etc.). 


Which should he try last of all? 
a) Develop new mathematics (such as ab # ba, etc.) 
b) Use different fundamental postulates of natural science 
(such as non-uniformity of nature). 
c) Use a different model. 
d) Use different laws of physics (such as nonconservation 


of energy, etc.).§ 


It is readily observed that such questions as these demand a knowledge 
of facts, but it is also apparent that processes of mind other than simple 
association or recall are invoked in reckoning adequately with them. 
The processes demanded are those in which the gifted child excels. 
The evaluation of his progress should be made on the basis of growing 
Competency in the management of ideas at these high planes, whereas 
for his average counterpart, a lower scale of evaluation, closer to the 
Perceptual and the factual, must necessarily be applied. 

_ Improving man’s potential for creation is a challenge of primary social 
importance. Not much is known about procedures in education which 
foster creativity. This area is so important, however, and it is so com- 
monly agreed that the incidence of creativity is greater in the upper 
levels of intelligence as now appraised than in the lower, that some 
deference to the idea of educating for this quality is obligatory in a 
design of education for gifted children and youth. The present treat- 
ment does not directly concern the nature of creativity itself but pos- 
sible applications of what appear to be reasonably reliable psycholog- 
‘cal facts known at the present time. A corollary, then, to the principle 
Which urges recognition of intellectual potential in education is: 


(v. C) That the education of the gifted should be designed to promote their tendencies 


loward creativity. 


First, a position with respect to the nature of “genius” which seems 
Most Promising for the practical purposes of education would appear 
‘© be essential, Anne Anastasi and John P. Foley, Jr., classify the 
numerous theories explanatory of genius into four categories: 
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Theories on the nature and causes of genius are legion. The genius 
has been credited with a wide variety of attributes, ranging from 
divine inspiration and a superhuman “spark” to imbecility and 
insanity. Among these diverse theories it is possible to discern four 
underlying viewpoints. These will be designated the pathological, 
psychoanalytic, qualitative-superiority, and quantitative-superiority theories.’ 


In interpreting the “quantitative-superiority” theories, they write: 
P! g q P y 


The view that genius involves a quantitative superiority regards 
the genius as the upper extreme of a continuous distribution of abil- 
ity. The “special gifts” and “creative powers” of genius are attrib- 
uted, to a lesser degree, to all individuals. Genius is defined in terms 
of concrete, measurable behavior rather than in terms of unknown 
entities. To be sure, the accomplishments of genius are not attributed 
to any single talent, but to an auspicious combination of various 
intellectual, motivational, and environmental factors.” 


As this interpretation is generally conceded to be the most dependable 
from a scientific point of view, the following discussion of education for 
creativity will depend upon it. Further caution is of course essential 
in guarding against the assumption that only persons of high intellect- 
ual capacity manifest creative behavior. J. P. Guilford has made 2 
sustained attack on this problem. He provides in a fairly early study 
summary evidence that high IQ and creativity are not one-to-one 
correlates and indicates that remaining components of the creative 
act are apparently motivational and temperamental in nature." 

Leta Hollingworth analyzed the case studies of twelve highly intel- 
ligent children for evidence of creativity, and her conclusions at once 
subscribe to the absence of a straightforward correlation of creativity 


2 a é š ides 
and intelligence and offer suggestions which stand as reasonable guid 
to educational planning in this respect: 


If a general statement be attempted on the basis of such data as 
the descriptions and these summaries afford, it might be to the effect 
that one-third of these highly intelligent children (A, D, H, L) show 
notable signs of creativeness. Another third (C, E, I, J) show such in- 
dications to a moderate degree. In the remaining third (B, F, G, K) 
there is at least no indication of marked constructive originality 
provided by these descriptions. 

Certainly these creative dispositions are more conspicuous in these 
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cases than in the general population of children. How these very 
rare intelligences compare in this respect with those ranging from, 
say, 130 to 175 IQ we cannot know. Creativeness even at best is in- 
frequent enough. In experiences of daily life of course such creative- 
ness might be more often found in children in the middle range of 
high intelligences because there are so many more of these in the 
population. 

On the other hand, it may be that creativeness in marked degree 
appears in these higher ranges only. Under any circumstances it is not 
an all-or-none phenomenon, and the problem of the correlation of 
originality with intelligence scores perhaps deserves more careful 
study than it has received. It seems suggested at least by these few 
cases that very high intelligence may in some instances become di- 
rected along wholly conventional channels, showing itself in the 
amount of work or the rate of progress, with little or no manifestation 
of creative originality. If this is the case, it should be important to 
discover to what extent this is a reflection of the regimentation of the 
occupation of such children by organized educational projects and 
close parental supervision, and to what extent it is a characteristic 
that is native in the individual. If it should be true that creativeness 
is closely dependent on such a high range of intelligence as that 
shown by this group of twelve children, a social order that esteems 
Creativeness should give serious thought to the conditions of its 
cultivation and its development.” 


For the entire range of mentally superior children and youth, it ap- 
Pears that all the techniques which can be devised offer more promise 
than the same techniques in use with children who are average in 
intelligence, It is an admonition typical of Hollingworth that the school 
Not allow potential creativeness to remain undeveloped from general 
ack of recognition and nurture. 

In view of the complex and undetermined nature of creative behav- 
lor, it is inevitable that educational procedures in this area be guided 
More by reasonable and promising suggestion than by obviously valid 
pen Certain considerations along this line which offer possibility 

educational adaptations are to be explored. Any single suggested 
Procedure will, in this area perhaps more than others, demand empir- 
cal validation before it can be finally declared useful. It is doubtless 
true that many apparently promising attempts will turn out to be 
Tuitless, whereas others possessing a minimum of “face validity” will 


So: : m 
metimes be proven effective. 


136 Principles of Intellectual and Academic Development 


Several factors given by Guilford as hypotheses for further investi- 


gations in connection with creativity are listed for their suggestivenes 
with respect to educational practice: 


It is suggested that certain kinds of factors will be found, including 
Sensitivity to problems, ideational fluency, flexibility of set, ideational 
novelty, synthesizing ability, analyzing ability, reorganizing or re- 
defining ability, span of ideational structure, and evaluating ability.” 


Developmental exercises designed to elicit such behavior could be 
profitably integrated with the study of different kinds of subject mare 
Catherine Patrick in a summary of the literature on critical thinking 
lists certain “conditions which favor creative thought” as they are 
mentioned in the writings of various students of the problem. The 
following conditions are given, among others: (1) the time should HOF 
be too strictly limited; (2) the problem should be sufficiently difficult; 
(3) relaxation and the change of activities from those representing 
the central problem; (4) “periods of idleness in which autistic thinking 
may promote imaginative ideas”; (5) “spirit of observation and wide 
awake attention which isolates and fixates accident”; (6) spirit 
optimism; (7) “relaxing the pressure of ordinary routine to allow mo 
free time”; and (8) “close imitative study of good models.” Design® 
primarily from a consideration of the individual thinker in the privacy 
of his own surroundings and under self-stimulation, certain of these 
“conditions” nevertheless must pertain to school practices if ae 
is to be promoted. These conditions may serve as criteria by which th 
individual educative device is estimated for its possible influence upon 
creativity; i.e., where such conditions characterize a school situation, 
that situation is conducive to creativity. fon 
Ideas as such receive all too little recognition even in the es ä 
of the generality. In the education of the gifted, the idea can and shou 
receive central emphasis. Gifted children reach out for ideas; 2? 
thought in terms of ideas, as opposed to the material accouterments aP 
implements following from the ideas, appeal to their intellectual 10- 
terests. Thus the idea of psychological measurement is likely to be more 
attractive than the sheer study and application of an instrument ° 
measurement; the idea of electricity as a controlled natural energy» 
rather than the mechanics of its control; the idea of social security; an 
so on. As ideas “in terms of which life is coming increasingly to oe 
understood,” Hugh Hartshorne and his co-workers developed this 
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interesting list which they used to devise measurements of moral 
understanding and behavior in the “character education inquiry”: 


The idea of sex The idea of custom 

The idea of God The idea of design 

The idea of right and wrong The idea of legislation 

The idea of natural law The idea of education 

The idea of growth The idea of work 

The idea of evolution The idea of fun 

The idea of co-operation The idea of the machine 

The idea of personality The idea of self-forgetting service’® 


Direct instruction in ideas like these would contribute to the facility 
of the superior individual in reckoning with those generic ideas among 
which creativity is likely to occur. 

Brief reference was made in Part I (p. 56) to a work which should 
long since have been seized upon as a sine qua non in the process of 
Seneral education of brighter youth. Mortimer Adler’s accomplishment 
in The Great Ideas: A Syntopicon of Great Books of the Western World would 
appear to be a ready-made body of thought immediately available for 
the enrichment of the educational program in the typical American 
School. And objections that these volumes were executed under a 
Particular philosophical orientation, rendering them unsuitable where 
this Philosophy does not prevail, seem to be pitiably trivial. We concur 
Completely with Robert M. Hutchins’ statement that: 


case and presents no point of view. 


- the Syntopicon argues no eae 
k to the reader; it will not tell him 


It will not interpret any boo : h 
which author is right and which wrong on any question. It simply sup- 


Plies him with suggestions as to how he may conveniently pursue the 
Study of any important topic through the range of Western intellectual 
history. It shows him how to find what great men have had to say 
about the greatest issues and what is being said about these issues 
today.16 


Hutchins rightly adds that “When the history of the intellectual life 
Of this century is written, the Syntopicon will be regarded as one of the 
andmarks in it.” In the present author’s experience, no more sig- 
Nificant single body of textual materials exists for life-span gen- 
€ral education. Where sensibly educated teachers, concerned with 
Vital intellectual issues, can be brought to the task of guiding the able 
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youngster through experience with these generic ideas and timeless 
issues, his general education will proceed in a manner and at a level 
achievable through no means more convenient and more adequate. 

A deliberate attempt to evaluate the magnitude of the specific ideas 
of certain men as they appear in the perspective of history might be 
promising. The magnitude and real effects of the ideas of Jesus Christ; 
the contributions to thought made by Aristotle; the essence of Darwin’s 
theories and their impact upon the science of living things; the ideas 
of Bacon—studies such as these in the comparison and evaluation of 
great ideas would appear to encourage a fluency in mental shifting, 1” 
the perception of meanings in diverse situations, and in other of the 
conditions favoring creative thought. 

Finally, the educator might well shape a curriculum of ideas out of 
the selected writings of certain men who originated ideas with which 
hosts of followers have tinkered. To present the intellectually superior 
child in the upper reaches of his secondary schooling with a half dozer 
of John Dewey’s titles is to obviate the necessity of his reading several 
dozens of ordinary textbooks on education which often vitiate the 
originals. For him to peruse Shakespeare for ideas bearing upon human 
issues, feelings, and emotions, apart from aesthetic values, is to ©” 
counter many live psychological and sociological problems in realistic 
settings. To read from men of ideas and to revel in their magnificent 
reaches is to make a close “imitative study of good models” and to 
promote appreciation for ideas as such. By that much is the facility 
to manipulate ideas in the act of creative thinking enhanced. 

Among the writings of educators who have touched upon this sub- 
ject, the idea of freedom and of encouragement to pursue the novel 


thought or the original response appears commonly. Thus Adams an 
Brown say: 


The teacher who has as her aim in a lesson the appreciation of a 
piece of literature, a musical composition, a masterpiece of painting, 
or a worthwhile ideal must be on guard not to standardize the emo- 
tional reactions of the pupils. Rather, she should allow the brilliant 
youngsters to appreciate as they will, and perhaps evolve a new 
idea or artistic creation of their own. 

Those teachers who have worked with this type of adolescent know 
the remarkable possibilities in creative activities. The imaginations 
of the bright children are fertile fields into which the teacher may 
drop suggestions. The term suggestions—sometimes involving the 
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most subtle and artistic touch—is used advisedly. The-self-starting 
minds energized by the initiative of bright children are better 
directed by suggestion than by dominant teacher control. Hence it is 
of primary importance, if creative resources are to be tapped, to lead 
the child to develop his originality rather than to repeat or reproduce 
without making his own contribution." 


Lest the able teacher become fearful of rejecting any form of ex- 
Pressive behavior on the part of individualistic pupils, Carroll reminds 
us that a touch of common-sense judgment about children’s creations 
May always need to be exercised. 


Initiative or independence in thinking is characteristic of the 
minds of intellectually gifted children. That this is a desirable trait 
goes without saying. In school it manifests itself through a facility 
in working out highly individualistic approaches to problems in 
subject matter. Such creative approaches should be encouraged, but, 
if the teacher knows of a better method, then she should explain it to 
the gifted child and recommend that he substitute it for his own. 
Tf he can see that it is really a better one, he will make the change." 


Though judgment of the novel is difficult, and in many instances the 
Individual teacher might fail to appraise an origination adequately, it 
does follow that not every creative act is of value. As Carroll implies, 
Suidance through reasoned evaluation of such acts is perhaps a desir- 
able aspect of the creative child’s education. On the other hand, it 
May be quite as important to allow some school experiences of great 
Intrinsic merit to the learner to exist without evaluation. 

When the ideas explored in the preceding paragraphs have been 
applied and the child is encouraged to react in a novel way—actually 
told that all people react differently and that the unusual reaction is 
the source of invention—the school has probably done all that it can 
at the present time to cultivate creativity in its gifted pupils. Beyond 
Such conditions and attitudes, education for origination must await 
Urther advances within this important area of behavioral science. 

Thus the fifth major principle in this educational design, like the 
Freceding four, is predicated upon biological characteristics which 

İstinguish the gifted group. It has been urged that explicit use be 
Made of the superior intellectual capacities of gifted children and youth. 
he means for increasing this use include academic presentations with 
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altered proportions between abstract and concrete elements, an ap- 
propriate pace of instruction and level of text, properly corrected 
appraisals of pupil efforts within the medium of higher mental proc- 
esses, and, finally, unusual procedures and forms of knowledge which 
promise to nurture creative expression. Instruction of this character 
simply begins with the perceptual level of cognizance, basic awareness 
representing nature one-to-one in the human mind, and moves surely 
beyond to the rarified planes of inference, implication, and general- 
ization upon stuff that is seen and heard. 


cha pter | THE ROLE OF KNOWLEDGE 


nine 


of the brighter child to 
explore to greater depths 
omes to deal. It may be 


The si — , 
i Sixth principle concerns the potential 
aang greater expanses of knowledge and to 

he ideas with which he characteristically ¢ 
Stated : 


(VI) That the educative experience of the intellectually su- 
perior should be consciously designed as generative of further 
development, extensively and intensively, along similar and 


related avenues. 


The idea again becomes applicable that it is not the present society to 
Which the growing individual will adjust at the time when he contrib- 
Utes most but to a society in which all manner of change has occurred. 
ence, the educative experience that is truly useful is that which 
Prepares him for a progressive readjustment and reinterpretation of the 
Chaviors and understandings learned. Several threads of thought con- 
tribute to this idea. 
Soe number of meanings attach t 
Da orn” or “to become,” which in 
m Webster’s New Collegiate Dictionary ( 


pplicable in various ways to the princip. 
141 


o the root gignesthai, Greek for “to 
English form becomes gen. Selected 
1949) are the following terms 
le just stated: 
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Generalize: v.t. 1. To make general; to reduce to general laws. 
2. a. To derive (a general conception or principle) from partic- 
ulars. b. To derive or induce a general conception, principle, 
or inference from; to use with a more extensive application. 
3. To give general applicability to; as, to generalize a law. 

Generate: v.t. 2. To originate, 


esp. by a vital or chemical process; 
to produce. 


Generic: adj. 1. Biol. Pertaining to, or having the rank of, a genus;— 
Opp. to specific. 


-genic: 2. A combining form meaning eminently suitable for production 
or reproduction by a (given) medium, as in radiogenic, telegenic. 


Genius: 4. Inborn mental gift or endowment; talent. . . . 6. Ex- 
traordinary power of invention or origination of any kind; as, a 
man of genius; also a person endowed with transcendent ability. 


Such meanings fit that type of education which the intellectually gifted 
child should have. It is he who will generate in the sense of producing 
changes—new social reforms, new techniques in science, and new 
advances in practical affairs. He is a person by definition of “trans- 
cendent abilities.” The Proposition just stated emerges from such 
considerations. - 

How in detail is this Proposition appropriate to the nature of the 
gifted? From recorded incidents revealing play of mind, such as those 
reported in individual case studies, it appears that there is a character- 
istic willingness in the intellectually superior for a movement of the 
mind toward the levels beyond mere awareness—from fact to principle 
to implication, for instance—and this principle merely requires the 
adjustment of school Procedure to this aspect of the nature of the 
gifted child. Evidence of a willingness and ability to make ee 
movements toward more generic levels of thought lies in these bei 
samples of classroom discussions by ten-year-old children in one O 
Leta Hollingworth’s special classes: 


Is Armor Clothing? 
Child Kr (IQ 190). Is armor to be considered clothing? 
Child Br (IQ 148). No. Armor is to be considered an instrument of 
warfare. It is worn over clothing. 
Child H (IQ 154). Whatever is worn is clothing. 
Child Do (IQ 188). The knights wore their armor more and more, 
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till finally they wore it when not fighting at all. So it became 

s clothing. 

Child Kr (IQ 190). They wore the armor as court dress. When we 
went to the museum, we saw armor, which we were told was 
the court dress in Queen Elizabeth’s time. 

(Class concludes that armor must be regarded as clothing.) 


Are Rugs Furniture? 
Child Dor (IQ 167). Are rugs furniture or objects of decoration? 
Child Th (IQ 171). They may be considered either way. In one way 
rugs are furniture, because they are useful. They keep cold 
from coming up through the floor. However, they are also 
decorative, for if we wanted them only to keep out cold, we 
could buy just plain rugs. We buy them to be decorative, so 


people will want to come to our house. 
Teacher. Could we divide all furnishings into useful and decorative? 
What of chairs, beautifully carved? Are they necessities or 


luxuries? 

Child Do (IQ 156). They cannot be put under either head absolutely 

correctly, because they are both necessary and luxurious. They 

are furniture and necessary. They are decorative and a luxury. . . . 

(Class concludes that it is impossible to divide all things arbitrarily into fur- 
nilure and not furniture, or into necessities and luxuries.) 

Tn Contrast to this type of performance, students of average intellectual 

acumen and interest are caused to move to higher levels of thought (in 

terms of their own more limited capacity) only with encouragement 

and through initiative other than their own. Persons of “middling 

Mtellect” are likely to be confused and to rely on rote memory at that 

level of generalization which is most satisfying and meaningful to the 

brighter student. This is the method of the mind of abler individuals, a 

method which must have its parallel in instruction at higher, more 

8eneric levels of idea and its characteristic exercise in the higher 

Mental processes. 


‘struction in principle, 
ich is both generative of furt 


it may be noted further, instills knowledge 
her acquisition along related avenues 
Aud enduring in value. Instruction in fact is too often tentative and 
relative. Given a reorganization within a discipline at the theoretical 
€vel, as for instance a shift toward widespread acceptance of Gestalt 
Principles in psychology, as distinct from Behavioristic principles, and 
many of the facts acquired under the original frame of reference must 


Wh 
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be reoriented or discarded. Persons whose dispositions run toward the 
specific, and whose instruction has been of the same character, find 
it difficult to modify their conceptualizations if it becomes necessary. 
Instruction in principles, on the other hand, conduces less toward 
intellectual rigidity. That the individual’s moral code, for instance, 
must reflect the major values of the society in which he lives if har- 
monious adjustment is to be attained is a principle which can hardly 
ever lose its utility. Instruction in what behaviors are moral, however; 
may be so little enduring as to become a handicap to understanding 
between father and son. 

Such form and treatment may be given to the text materials in any 
discipline. With the personal relationship between teacher and child, 
and with the processes of reading and thinking going on at these 
calculated levels, the patterns of the child’s language and thought will 
tend to become organized in a manner commensurate with his capac- 
ity for thought and discourse. Closely written texts, richly connota- 
tive and highly generalized, offer the intellectually gifted educational 
material adapted both to their needs and desires. To place before those 
who have the ability to communicate meaningfully at more generic 
levels printed materials conceived at lower levels is to absorb energy 
in the process of synthesis and generalization which can begin beyond 
the immediate and the concrete and proceed further. To adapt educa- 
tional materials in this way is to afford gifted students the same con- 
sideration which is given to students of ordinary ability through vocab- 
ulary controls in the text materials designed for their use. 


Corollary to this major principle are several subordinate ones. The 
first states: 


(VI. A) That in the education of the gifted child and youth the scope of the content 
should extend into the general nature of all the chief branches of knowledge. 


The program should be of broader scope than that for average individ- 
uals for the reasons, previously cited, that (1) it can be—that the intel- 
lectually superior child can learn more than do average children 
during childhood and youth—and (2) it must be—that the demands 
likely to be made upon him in the advancing of culture render it 
urgent that he possess such a greater range of knowledge. 

Practically, this corollary resolves into the expectation that the 
gifted child will acquire some knowledge of physics and chemistry and 
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biology, for instance, instead of some knowledge in any one of these 
that he might elect. Also, the school would expect the brighter child 
to know something of history in its entirety, as opposed to a knowledge 
of any period, ancient, medieval, or modern. In the communicative 
arts, he would be expected to study drama and journalism and debate, 
rather than any one of the three alone. And, of course, exhaustive 
elaboration of the usual range of knowledge would add branches not 
Presently represented, e.g., geology and astronomy in natural science. 
, A greater insight into any one discipline emerges from an apprecia- 
tion of how that discipline relates to others. Students characteristically 
Come only vaguely to understand what the study of parasitology is, for 
stance, and perhaps it is months or years later that they accidentally 
discover that there is a separate field of concentration in animal and 
™ plant parasitology. In like fashion, they muddle through understand- 
‘ngs of the relationships which the field of anthropology might have to 
Psychology and to education and perhaps again only by accident learn 
that Physical and cultural anthropology have become separate disci- 
Plines. “Classical” economics, as apart from what is to the average 
Student “economics”; ethics apart from religion; philosophy apart 
from science—these epistemological perspectives, integrated into the 
Sducation of the gifted child in a systematic manner, will be useful in 
Clarifying crucial problems and in making his independent pursuit of 
arning easier. It is likely that his interests will be easily directed 
toward these generic understandings of the relationships between dis- 
Ciplines, > 

Further corollary to the principle th 

© generative in nature is the idea: 


at the curriculum for the gifted 


(VI. B) That the curriculum for the gifted individual should but introduce and initially 


ex, Pi 
plore the concepts extending over broad expanses of knowledge. 


This Principle was stated in essence by Osburn and Rohan, on the 


asi k A : 
Sis of their experience decades ago: 


Another principle which has an important bearing upon the 


education of the capable pupil is that of exploration. The curriculum 
In the upper grades of the elementary school and to a large extent 
throughout the high school should be frankly and deliberately super- 
ficial. . . . The curriculum question will not be completely answered 
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until we can offer genuine exploratory courses to capable pupils. 
This is true because exploratory courses fit the needs of these pupils.” 


This statement suggests that only the genesis of a field of study, only 
the essential nature and structure of a curricular segment, should be 
presented and that a more thorough knowledge of any field should 
depend on the child’s own motivation to learn or to meet requirements 
and expectations. In a sense the life-span principle is involved through 
the assumption that the synthesis of understandings probably will not 
be complete within the school years, the maturity of the years beyond 
school being required for the full fruition of the education initiated by 
the school. 

This principle is obviously quite antithetical to proposals that school 
studies be pursued at lengths which promise mastery of specific skills, 
as in foreign language, or more nearly complete understanding of all 
that is presently known in a single science like physics. It is contended 
here that the enforced selectivity from among particular arts and 
sciences that these proposals imply involves too great a risk that the 
knowledge and skills required of the adult will be different from those 
studied by the youngster. The study of Spanish by hosts of American 
students is palpably impractical in view of the infrequency with which 
this language is used in all but the most atypical life careers. AS fat, 
as language study must be centered in one particular language, Russia? 
would have been far and away the more practical study for the past 
fifteen years. The idea that language study per se is educative justifies 
Russian as thoroughly as it does Spanish. We have found little reason, 
however, to heed the unreasoned but impassioned cries for more years 
of a single language, a single science, etc. 

We are proposing a concept which places single studies in a much 
different perspective and which substitutes the employment of time 
and effort at more advanced levels of experience and over ranges of 
knowledge that broaden as the course of general education is run. This 
is an important issue in educational thought and one on which the 
reader is likely to be of strong persuasion regardless of the side he 
favors. 

In lieu, for instance, of the school’s attempting to teach all significant 
facts in economics, this principle suggests that it should teach only some 
of the crucial facts and principles for the sake of the information con- 
tained and as illustrative of the nature of facts in economics, Adding 


The Role of Knowledge 147 


Corer in the possible uses and interpretations of such facts, the 
Skec f n may stop by virtue of the individual’s initiative in pursuing 
witli to we as necessary. The school should stop at such a point in 
hidan e in limited time to the other areas of knowledge 
ol pty ust be explored in a similar way. This educational approach will 
pte a a thoroughly learned individual in selected areas but rather a person 
Be tad thoroughly learned with dispatch in any of many areas. He will 
Toses 5 sensitized to numerous bodies of knowledge and therefore 
a apna adaptability than if he were deeply sensitized in fewer. 
boni e explorations into details of a discipline, once a perspective 

s principles and methods has been established, will be necessary 
es difficulties that lie beyond the indi- 
an and should be the stimulus 
loring will devolve upon the 


oe such delving involv 
fie ee capacity. Thus, while the school c 
indie nsive exploration, the actual exp! 
ual himself. 
ay there should be admitted to the curriculum only those 
en ences that open a substantial field of inquiry and that leave it 
thr to further pursuit. Thus the school would not teach arithmetic 
: ough to a certain level, teach algebra to another level, and then 
rs the subject of mathematics as finished. Elementary arithmetic 
all it be taught consciously as leading toward further mathematics in 
Gh, sai and these branches should be brought to the atten- 
ape the child, their general nature and function being explained in 
eft i Te clementary courses. An invitation to further learning is thus 
invite me mind of the educand, rather than a dismissal. It is to such 
of e sions that the gifted child is peculiarly susceptible, and the idea 
<< over broad ranges of knowledge appeals to this readi- 


s As an indication of the feasibility of such o 

o à i 

i ™ the preface of a text in mathematics sug 
nsciously worked in that direction: 


This book begins with the first principles 
algebra, plane geometry, solid geometry, plane trigonometry, and 
an introduction to spherical trigonometry. The reader is led into 
algebra as a useful extension of arithmetic and the fundamental 
Operations are explained on the basis of those arithmetic operations 
Which are already familiar. Geometric figures which occur in the 
various fields of human activity are studied, and the concepts and 
Principles of geometry are developed intuitively or experimentally. 


rganization, these remarks 
gest that the authors have 


of arithmetic and includes 
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Geometry leads naturally to trigonometry and, in connection with 
the sphere, to spherical trigonometry. All of these phases of math- 
ematics are considered, not as separate disciplines but as essential 


parts of a single science, so that all of these phases may be available 
in solving technical problems.” 


Thus “general”? mathematics supersedes all particular branches of 
mathematics as the subject is reduced to organization for the school 
curriculum. , 
Within the areas to be explored for basic concepts and principles, 
the gifted individual may be expected to progress rapidly. It is not 
being suggested, however, that instruction be cursory. Rigorous ae 
quirements, adjusted to the level of exploration and to the purposes Q 
the design, may be established under this conception. Itis a generative 
level of experience which is suggested, as opposed to a terminal one. 
In the instance of the average child this organization and approach to 
educative experience may not be practicable; in the instance of the 
intellectually able, such planned contact is likely to be highly effective. 


A further corollary to the major proposition being developed sug- 
gests: 


r P r ich 
(VI. C) That the content of the curriculum should be organized in a manner whi 
reduces to generic areas the concepts undertaken for instruction. 


This principle demands a reorganization of subject matter into forms 
which respect more than do ordinary courses the intellectual context 
from which each subject has emerged. f 
The ordinary school subject usually fits into a larger category ° 
experience or function. Thus grammar is only a partial aspect ° 
communicative behavior. This fact the brighter child can perceive an 
appreciate. Algebra, in like fashion, is only one way of quantifying the 
processes of nature. The brighter child’s mind functions mei 
istically at the higher level and in terms of the larger category. Fruitfu 
applications of learned facts and principles arise for the most part 
when they have been moved in this way to more abstracted planes- 
Traditional subject matter designations, such as algebra or American 
literature, are less fitting than courses generalized in nature, such as 
mathematics or literature. Rather than teach a specific skill in a pate 
ticular mathematics division, for instance, a Course in mathematics 
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would teach and emphasize the idea of the quantitative apprehension 
of the facts of nature through mathematics. It would be taught, for 
example, that the area of a surface may be apprehended in any of 
several mathematical languages—arithmetic, geometry, or algebra. In 
reckoning the speed of an object through space, the student would 
undertake as part of the problem to find which branch of mathematics 
is best suited for the specific inquiry. The application of techniques in 
algebra or in geometry would follow the perception of the type of 
Problem under consideration; these two subdivisions of mathematics 
would not be isolated from their more generic context as devices for 
Study in and of themselves. 

In a practical organization of subject matter, 
this sketch by Adams and Brown: 


the idea looks like 


otebook, an article, or a 
g the application of 
curriculum. The 


The Mathematics of Science. A chart, a n 
talk could be directed toward demonstratin: 
mathematics in the various sciences taught in the 
following are suggestive examples: 

(a) Geography. Map scales, jsothermic lines, altitudes, latitude 
and longitude, astronomy of geography, etc. 

(b) Biology. Arithmetic and geometric progression in the growth 
of population and the ability of plant and animal life to support pop- 
ulation, ratio as seen in the balanced aquarium, etc. 

(c) Chemistry. Measurements of liquids, weight quantities, bal- 
ancing of chemical equations, use of mathematics to determine the 


blanks in the table of atomic weights, etc. 
(d) Physics. Pulley, lever, gas expansion laws, gravity problems, 


barometric pressure calculations, Fahrenheit and centigrade equiv- 


alents, electric resistance problems, etc. 
Aim: By the force of the suggestion involved, to show the uni- 


versality of mathematics.” 
e applications of the idea can be made. 


best exemplified until an organization 
“universality”? of mathematics could be 


a of course, more subtl 
he principle would not be 


Were conceived in which the 
taught, not only through “the force of suggestion” and application, 


but in terms of organized principles involving directly this kind of 


knowledge. 


As with mathematics, a more gener 
language suggests itself as suitable in the educational design for the 


intellectually superior individual. The language curriculum at present 


ic approach to instruction in 
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is arranged in segments representing the particular language of a 
given people. Since gifted children and youth will someday pursue 
many-sided careers in a world that is rapidly becoming smaller, lan- 
guage instruction would be more fruitful if leveled, not at the particular 
language of German or Arabian people, but at language in general. 
Acquaintance with the fact that in the study of any language, phe- 
nomena and problems fall into sub-groups—phonetics, morphology, 
semantics, grammar, etc.—is sufficient to clarify in advance a field 
which might otherwise seem fraught with the confusion of arbitrary 
forms and rules. The aims and processes of this type of language 
education are radically different from those characterizing the tradi- 
tional conception of the role of language in education. Instead of ends, 
the particular usages in single languages or language families become 
examples, structural elements that illustrate linguistic principles- A 
sound understanding of these foundational principles moves the indi- 
vidual well along the path toward mastery of any language. 

This principle as adapted in language instruction does not suggest 
that the youth with superior learning capacity should learn all known 
languages. Estimates indicate the existence of some 2500 of them. 
Nor does it suggest necessarily that a dozen major languages should be 
attempted. It does suggest, however, that graded instruction in the 
universal characteristics of language, with copious illustrations and 
applications from the major language families of the world, would 
result in a resourcefulness on the part of the adult such that were he 
later to be moving with invading armies from France to Germany tO 
Czechoslovakia to Russia, for instance, he could effectively and eco- 
nomically adapt to the linguistic demands of each country. The 
diplomat could, with a shortwave radio, a quarter’s worth of old 
newspapers, a dictionary, and a grammar, prepare himself for respect- 
able management of the language of the country to which newly as- 
signed, with scarcely more trouble than he takes to brief himself on 
that country’s history and traditions. It appears inappropriate to teach 
a selected range of specifics when foundations to these particulars can 
be laid in such a manner that individual initiative is sufficient for the 
remainder of the learning. The student is deprived unless the most 
generic level of instruction and learning of which he is capable is used- 
However unusual this essentially educational argument (as distinct 
from linguistic) may seem, it respects both a world made small by media 
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of communication and transportation and the diverse roles which 
must be assumed by future leaders in a world of change. 

Not only whole fields like language and mathematics but single ideas 
applicable to several fields should, according to the principle under 
discussion, be abstracted and generalized in the education of superior 
students. The single idea of growth is integral to biology, physiology, 
Psychology, and even philosophy. Yet the sheer impact of the meaning 
of growth usually awaits incidental acquisition by the “growing” mind 
of each individual student who ultimately apprehends it. The nature 
of growth is put to the student in such specific, “unnatural” forms, 
through various disciplines, that he fails to see the phenomenon as ap- 
Plicable to many different sciences and studies—indeed, to life itself. 
A generalized and broadly applicable treatment of the idea of growth 
is evident in the following passage, which will serve to illustrate how 
curricular content should be treated according to the principle under 
discussion. 
rties of living units is their ability to 
is one that involves all parts, 

a living system anabolism 


One of the peculiar prope! 
grow or increase in mass. This increase 
internal as well as external. Whenever in 
exceeds catabolism, growth, or the accumulation of stored reserves, 
is inevitable, for substances are accumulated faster than they are 
broken down. Growth is one phase of development, for nearly all 
kinds of living things start individual life very small and grow larger 
and larger up to a rather definite size limit. Mere increase in size, 
however, is only one of the aspects of development and is doubtless 
incidental, for greater size is useful in providing material for differ- 
entiation of numerous parts for special functions. 

Growth is responsible, however, for more than mere increase in 
size; it also determines the form of organisms through differences 
in rate of growth of different parts. In fact, the differences in size 
and proportions of parts in different organisms built on the same 
general plan are due to local differences in growth rate of different 


groups of cells or different parts of the protoplasms.** 


Expressions such as “living units” and ‘“‘anabolism exceeds catabo- 
lism” contain ideas that are enriching, in that they focus in the light 
of higher abstractions, first-order observations. The idea that living 
Units usually begin life small and grow to a larger size may strike the 
intellectually superior student as a near-obvious observation that is 
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more thought-provoking than he had realized before. His philosophical 
temperament will probably be sensitive to the hint at purposefulness 
in nature in that “size is useful in providing material for differentia- 
tion.” And then, perhaps most enlightening of all, will be the idea 
that part differentiation derives from differential rates of growth. Such 
Passages, carefully and thoughtfully perused, should contribute to the 
truer education of the gifted. Intellectually, the ideas are not pabulum, 
and they are inherent in several disciplines. 

Whereas this kind of subject-matter content might register with the 
average child in much the same memoriter fashion as some of the 
present more theoretical course work, the brighter child will already 
be reaching for such a level of thought through a more genuine under- 
standing. Again, this is the level where experience is most meaningful 
for him. 


A final principle, subordinate to the proposition under discussion, 
may be stated in this manner: 


(VI. D) That the theoretical bases should always be given for the facts, opinions, and 
principles presented to the gifted individual. 


Thus the entire subject of psychology, for example, should not be 
introduced to the student by texts or teachers that are partisan to any 
particular school of thought. Particular theses may certainly be intro- 
duced, but the underlying school of thought should be openly declared. 
In this manner many statements which are made in the form of fact 
will be correctly couched and perceived as opinion. Their acceptance 
or rejection may occur with entire respectability, in contrast to the 
moral obligation to be persuaded personally by “objective” truth. Such 
a difference is of extreme importance to the gifted student. Careless 
usage or sheer failures in text or lecture to place declarative statements 
within a theoretical framework may leave the gifted child critically 
mis-instructed. His thinking can advance through his own initiative if 
clear theoretical foundations are structured for him. 

In terms of actual curricular content, what kinds of ideas lend 
perspective to subject matter? A few illustrative suggestions can be 
offered. In the study of history, a perspective through theories of 
history should be introduced at some point in the educational design- 
Have progressive steps in civilization arisen from something in the 
very nature of the times, social and natural influences combining in 
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m haahticns as to evoke in certain persons that leadership which 
rse of events indicates was present; or conversely, have the 
cee select men caused progress through the ages? Such instruc- 
History me will lend a reflective base to the study of the facts of 
a a BE exercise to higher mental processes and providing a 
will Sui § erstanding beyond the facts themselves. The gifted student 
tnai n useful to his thinking to be taught that men who write 
their es ect subtly or grossly some orientation which characterizes 
Tias tlook: one historian will see the, hand of God directing the 
cS ges in thought and behavior that are recorded, while another will 
see economic forces alone at play. Such perceptions may be beyond 
the immediate reach of the gifted child by virtue of his youth. Insights 
rg levels too often occur by accident and individual trial and 
; conscious instruction would speed understanding and facilitate 
Progress toward the ultimate reaches of the individual’s learning 
Capacity, 
tris the field of religion may 
child ai important function of perspectives i 
a: l profit from instruction in the fact ( 
ial » and perhaps disillusioning discovery) À a 
nal emphasis in the common faiths of his society to see religion as 
Oriented toward the supernatural, there are systems of religious thought 
Centered in the natural alone. And morals and religion should be 
pes in some sort of perspective for the youth who may be led by 
a own logic to reject both because of intellectual impossibilities which 
Ppear to reside in certain religious concepts. 
The perception of such distinctions usuall 
Ought and a lengthy period of relevant experience for which the 
exceptional general intelligence of the gifted child may not readily 
compensate unless guided by appropriately designed instruction. Reli- 
Slous dogma presented as such and not couched in the same form as 


Nowledge arising through sense experience would be presented in a 


faj p p 
alr perspective, with due caution, and with respect for the verb fo be. 


‘hat religious experience may be as valid as any other, though of a 
ifferent nature and of a different origin, that what “is” in religion is 
€pendent upon what faith one has assumed—these concepts will 
oe later knowledge and experience and thus obviate much bit- 
ess and the unnecessary rejection of an area of experience rich and 


fruitful in human life. 


on may be used to illustrate the 
n instruction. The gifted 
as opposed to slow, inci- 
that while it is the tradi- 


th y requires a maturity of 
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i ingiuisiive mini ed one 
Again, for the intellectually inquisitive individual to be fac 


day in his reading with an analysis of metaphysics into the rarai 
of axiology, etiology, and ontology is for him to have eel | 
cidentally and later what might have been presented systemati ie 
and earlier as a purposeful orientation to the discipline of panier $ 
The classification reveals that there are recognizable a PA 
problems among the total of philosophical inquiries and manare a 
parts an immediate order to the chaos of specific wonderings ye 
have flooded a youth’s private thought for years. Thereafter, he at 
himself, not reading indiscriminately in philosophical sideman we 
insightfully Pursuing those problems of men that concern va P 
reality according to his momentary interest. Cognitive stress is E his 
and understanding, retention, and report facilitated, through 
entirely comprehensible Perspective. ested 

In the discussion of educational processes in Part I, it was ene ea” 
that the end of education might be conceived as the attainment © n 
perspective, broad and comprehensive, extending into all major ar 
of the nature and Processes of the universe, 

The idea of the generic in the cu 


as ol 
intended for the gifted child, giving rise to the major proponon t 
to the corollaries just stated, applies with sufficient distinc cdl 
the rapid learner to be a principle in his educational scheme. o 
ligent children learn continue to learn longer, extract et 
se, apply and associate more SF uk o! 
and learning is a more essential pa a 
ciples are laid down as means to or pie 
lum which explores systematically a basis 
€ the brighter child a more adequar "its 
at any given time when there is need. hich 
ve upon those aspects of knowledge wating 
individual fits into his need AOR EETA gee 
nowledge and relates to his sensitive aw ne 
of present knowledge. Brightness or ae 
ce and it should be recognized and utili 


: ion 
- zatior 
tricular content and organi 


5 h 
generalizations than are possible to aero an 
e made available to that inquisitive mind which is reaching for ction 
does stimulation to growth in stature and wisdom occur. al 
at such levels is appropriate; instruction at lower levels is unecono 
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olay great extent, unnecessary. Vast issues which the unaided in- 
b cannot handle without greater maturity and experience should 
e defined for the gifted youth by the school, just as slighter issues are 
Presently defined and clarified for the average individual. Through 
T and inclination the gifted person tends to extend his under- 
igs toward that unity of thought which is the finest flower of 
facili attainment. Cannot the school start him on such a road and 
itate his progress in that direction? 


cha pter | INSTRUCTION IN THE METHODS 
ten AND SOURCES OF KNOWLEDGE 


It is reliably observed that the adult often has little occasion to use 
what the child learned. A large part of school learning appears to ue 
useful only temporarily or in further “artificial” school processes. This 
fact gives rise to another proposed distinction between the education 
of the average student and that designed for the gifted. A proposition 
Suggesting that the gifted youngster’s activities be directed toward the 
more enduring learning of methods by which knowledge is derived, an 
by which it is acquired by the individual, may be stated: 


(VII) That the education of the gifted child and youth 
should emphasize enduring methods and sources of learning, 


as opposed to a terminal emphasis upon present states of 
knowledge. 


This principle suggests that learning should be conceived as the con 
tinuous, on-going acquisition of data pertinent to problem situations, 
not as a set of given facts which, it is hoped, will apply to problems 
that arise subsequently in the life career. It recommends that the ener- 
gies of the growing child be put to a different use. The suggested 
learning is more useful than the traditional, yet feasible in terms of the 
Capacities of the intellectually superior individual. 
156 
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The data have shown that the gifted individual evidences a pro- 
Pensity for learning in childhood, and it is reasonable to presume that, 
given opportunity to express itself appropriately, the tendency will 
remain in adulthood. The immediate proposition suggests that some 
of the instruction designed for the individual of whom this fact is true 
ought to recognize this fact in the teaching of understanding that will 
oi be useful to the gifted in typical pursuits throughout his 

As has been stated, the intellectually superior child can be expected 
to acquire for himself many of the facts and principles needed and to 
have these in order when it becomes necessary to report or use what 
has been learned. Habituation in the ability to acquire such learnings 
Independently in the process of carrying on some important activity 
would encourage the individual not to amass learning as such, but to 
acquire whatever learning is essential to accomplishing a given pur- 
Pose, It would encourage him to adjust flexibly to changes in the 
Structures of existing facts, shifting his previously acquired knowledge 
forward to the demands of the present situation. On the other hand, 
to learn facts as they are with no consideration to the methods by 
Which they were discovered, their relativity in time, and their inherent 
limitations is to build understandings which contribute to rigidity 


rather than to flexibility. Under this proposition the individual will 
Not be taught to recall the facts bearing on a necessary course to faction 
ys concerning 


in adult life; he will be taught to acquire them. The law 
trespass; the age at which social security benefits are available; the 
incidence of mental disorders in a nation—these facts change, and 


Only present facts are appropriate to present action. Answers to these 


questions which might have been correct at some past time are simply 


Misleading as time moves on. 
Two aspects of this proposition are 
he first states: 


developed in separate corollaries. 


vi, A) That instruction in methods of inquiry should be included in the education 


of the intellectually superior child and youth. 


This principle urges that the child be acquainted with the basic meth- 
v various fields. This acquaintance would 


ding of the nature of the several disciplines 
d of historical research, with its 


ds of inquiry within the 
€Xtend into both understan 
and practice in their use. The metho 
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logic, values, and controls and its appropriate applications and limita- 
tions, should be studied and practiced in the general education of 
gifted children and youth, not to make them precocious historians but 
to show them how history is written. In like manner, those disciplines 
should be taught which employ a rational and logical type of explora- 
tion or testing for facts. Scientific modes of inquiry should be intro- 
duced, with an exposition of their inherent controls, advantages, and 
limitations. Understanding the methods by which facts are discovere! 
and evaluated, the individual student is prepared to appreciate more 
fully the accuracy and the pertinence of what he reads and to pursue 
his own inquiry into problems. To learn that appeal to authority in 
one area of human experience is acceptable (i.e., in some religious 
practice) and that in another only appeal to sensory experience 1S of 
value encourages greater appreciation of living in its multiple aspects 
and permits personality integration through a mental organization 19 
which these varied modes of behavior are appropriately understood 
and utilized. 

This principle adapts easily to instruction, since research of various 
kinds is, as a rule, easily performed. The abler individual should be 
encouraged to use knowledge of research techniques to ascertain facts 
for himself. The discovery and organization of information becomes; 
then, an educative exercise, over and above the sheer apprehension ol 
facts. 

This principle also contains certain implications for the use of text 
materials. Some practice has moved away from the use of a single eRe 
book even in ordinary school situations, and it is generally recognize 
that a close dependence upon a textbook robs both instructor an 
student of the challenging opportunity to organize material themselves. 
It follows that reference works of a general nature should be used for 
some of the functions ordinarily performed by a school text, in order 
that the child may use research practices in selecting pertinent facts 
and ideas himself. In this sense, encyclopedias, manuals, and source 


books come into larger play, and the use of multiple texts and refer- 
ences is promoted. 


Whatever specific methods of instruction emerge as fitting to the 
individual situation, the principle would seem to be warranted in that 
those capacities of the gifted child which will be required in later 
years are here permitted to function and develop early. And since the 
learning of facts presents less difficulty for him than it does for the 
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average child, the discovery of facts and the organization of them for 
learning provide additional activities designed toward bringing the 
school experience to a level more nearly commensurate with his dem- 
onstrated capacities. 

The second corollary to the principle that methods 
Constitute a portion of the gifted child’s instruction is: 


of inquiry should 


(VIL. B) That existing sources of knowledge should be emphasized as a regular part 


of i . A 
of instruction ın any subject matter area. 


When a problem in an area formerly surveyed as school experience 
occurs in a new situation apart from school, data pertinent to the 
Problem are examined more pointedly than would be the case if they 
Were exclusively relevant to a school situation. Thus the student of 
Physiology takes on a new interest in diseases of the heart when his 
Own mother becomes subject to such illness. Out of deference to the 
fact that a reopening of areas once generally perused will be a frequent 
Necessity in the lives of gifted individuals as they practice in the various 
Professions, instruction in the sources of knowledge seems appropriate. 
Sources within the literature of the several disciplines, authorities in 
the various fields who have contributed generously to the literature, 
agencies devoted to the promotion of knowledge and functions deriving 
from it—instruction in these matters is suggested here. The student of 
Physiology referred to above should carry with him the knowledge that 
reliable information on heart functions and pathologies is accumulating 
at the present time at such and such a research center. Such knowledge 
ìs likely to be of more enduring value than any set of specific facts, for 
those persons and agencies whose research or thought has produced 
the present wewieles are most likely to continue to advance the 


Tontiers in that field. 
tend also into the types of literature 


Instruction in sources should ex : Se Sipe 
Pertaining to different subjects. To teach him to distinguish between 


essays expounding a theoretical point of view and reports of empirical 
Mvestigations or between texts that gorey the accomplished thought 
Within a field and learned journals in which such material is usually 

d student for independent academic 


first reported is to equip the gifte À 
Pursuit. To evaluate quickly the material he encounters through 


browsing ar through rapid, purposeful surveys, and to sense accurately 
eyi aiy and relevance of sources are arts which can be taught 
3 ? 
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to the intellectually superior individual and which should be taught 
in lieu of less enduring information. 

Bibliographies are another important source of knowledge. Already 
accomplished bibliographies in important areas or units of instruction 
are valuable curricular content, and an important method is the com- 
piling of such lists of resources. Bibliographies place before the gifted 
student a vast range of source material, so that the student who is 
sensitive to possibilities of further research in any area can feel adequate 
to the task. r 

These principles, the proposition and the corollaries suggesting in- 
struction in methods and sources of knowledge, follow from several 
characteristics of intellectually superior people. These people leani 
from experiences broader than those of the school, and they continue 
to learn through life at deeper levels and for a longer time than do 
people of average intellectual capacity. For professional men and 
women and for social leaders, the continued acquisition of understand- 
ings is important. The circles characteristic of their thought processes 
may be expected to grow larger through the wisdom which attends 
the reflective turn of mind as experience increases. Writers, lecturers, 
labor leaders, and ministers spend more of their energy in processes 
of a cognitive, intellectual nature than do persons given to some other 
tasks. An awareness of the sources and methods of knowledge enables 
such people to continue to think clearly and to keep abreast of the 
changes in their areas of leadership. The educational design for gifted 
individuals should therefore include deliberate instruction in these 
sources and methods. 


i cha p te r | MEANING AND COMMUNICATION 
T A j 7 T 9 
eleven IN THE INSTRUCTION OF THE GIFTED 


process is the acquisition of 
he process of acquiring ideas, 


Meani : 3 x . 
aning. This centrality of meaning in t 
anipulation, brings into play 


and j + 5 En 
i d in their multiple association and m 
; haracteristics of intellectually superior people, such as their tendency 
Oward verbal and ideational facility, so that a further major proposi- 


ti : rå i 5 
On with respect to their education might be stated: 


(VIII) That the instruction of intellectually superior indi- 


viduals should emphasize the central function of meaning in 
the acquisition of fact and principle, and the varieties of 
of meaning in the developed communicative devices 


Of y ; 
central importance in the educative 


reflections 


of man. 
Brownell and Hendrickson depict meaning as a property of concepts: 
ed above that learning tasks of an ideational 
gly numerous. They are also of infinite variety 
aning which they involve. Accord- 


It has been suggest! 
character are exceedin 


with regard to the amount of meant 
ingly, it is helpful to think of particular facts, concepts, and gen- 


cralizations as occupying pomnts on a continuum of meaningfulness, 


such as that illustrated. 
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At the left end of the scale, near the 0-point, are ideational learn- 
ing tasks with a minimum of meaningfulness. Here belong the fact 
that “2” stands for the word “two,” that “d” fellows “c” and precedes 
semin the alphabet. . . . 

At the upper end of the scale near N (maximum of meaning) and 
far removed from the arbitrary associations just mentioned are 
ideational learning tasks which are heavily freighted (or should be 
heavily freighted) with meaning. Here belong such items as the idea 
of “two,” the concept of “justice,” the law of diminishing returns in 
economics. . . .76 


It is concentration upon the meaning in concepts as they occur in the 
instruction of gifted children which the proposition just stated demands. 
It follows, of course, that concepts having maximum meaning should 
be sought for their greater educational value. r 

It is natural for the gifted child to “do something with” ideas, but if 
integration and reconstruction of learned materials is desirable, such 
processes must be recognized and dealt with through appropriate 
means. The repetition in form of ideas has come so largely to be the 
mark of success in the academic situation that the bright child some 
times attains a level of response which is glib and conforming because 
he finds that it is acceptable and praiseworthy. Too often teachers 
confuse the reconstruction of an idea, at reaches other than and perhap: 
beyond those in which they or the text originally couched it, with 7 
student’s having “not quite gotten the point.” The original turn 2 
mind must often insist upon recognition, and perfect conformity is 
highly valued. Yet to repeat may be useless for individuals who under- 
stand readily. Therefore, movement toward application and inferenc® 
should be recognized as tacit evidence that the meaning of an idea '§ 
understood, and the more advanced reckoning with the idea accepted 
as a favorable sign. 

Another statement from Brownell and Hendrickson highlights fur- 
ther the function of concepts in education and stresses the importance 


of language. The latter emphasis looks forward to the corollary tO 
follow: 


The most evident characteristic of information, concepts, and 
generalizations is that they are predominantly verbal: They are 
learned chiefly through the agency of words, and they are used most 
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commonly through the same agency. In the school we deal with 
the Mississippi River, not as an immediately sensible object, but 
with the idea as symbolized in words. We deal with historical events 
of past centuries, not as happenings which we can witness, but in the 
form of facts and relationships which are recorded, studied, learned, 
remembered, and used by means of words. Outside of school we 
acquire the vocabulary of daily living, of work, and of play, together 
with the rules under which we must operate and associate with others 


—all mainly through words.” 


This Passage relates to the entire proposition in its concern with the 
essential meaning in words as representative of things, ideas, behaviors, 
and processes. An education for the intellectually gifted child which 
Centers in concepts, or briefly, in meaning and its expression, is thus 
Suggested. Sensitive teachers are aware that the mere verbal expres- 
Sion of a principle in a given subject can be understood, ramified, and 
applied by students whose general intelligence is high; whereas ex- 
‘ended manipulation of the concept through analysis, express applica- 
ton, and illustration may result in even less understanding on the 


Part of the average student. The proposition under discussion merely 


Tecognizes this fact. 

Studying and discussing ideas requires instructional 
Which is now being consumed in the presentation of facts. As has been 
Suggested in Proposition VII, the habit of fact-searching can be taught 
to gifted students and the acquisition of facts at certain levels of infor- 
Mation entrusted to their individual initiative. The instructional time 
and effort thus saved could be expended in studying and discussing 
Ideas, 

Meaning can be emphasized in the education of gifted children and 
Youth in a number of ways- For example, discussion and study could 
duce the latent implications of certain key words. Introduced as an 
object of study to the upper-level secondary school student, the word 
tuition might at first be laughably recognized as referring to feminine 


hunches” or forebodings. Next might come the idea of tuition in the 
he common usage referring to the cost of 


College instruction. The i contained in the Latin root of the term, 
s ; » might be considered next. Thi i 

to watch, guard, protect, mig! j a . NIS meaning 
Would certainly cause a somewhat different reflection by the young 
Person upon the nature and function of the school as a social agency. 
The term might next be generalized into the question whether knowl- 


time and effort 
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edge is available to the human being through means other than sense 
experience. Here, perhaps for the first time, the notion so vital in the 
study of human behavior, of the possible unlearned reaction, of instinct 
in higher levels of the animal order, and of the possibility of universal 
sequences in growth and behavior which need not be explained in 
terms of learning, would be introduced. Deeper levels of insight could 
succeed, reaching into philosophical speculations to the limits of the 
individual’s capacity. Instruction like this, centering in concepts rich 
in meanings for moral behavior, political ideology, and forms of social 
organization, bids fair to produce a fullness of understanding which 
is not promised by other devices. 

Another method for emphasizing meaning in the education of the 
gifted is the so-called continental procedure, explication de textes. This 18 
a method for penetrating a written passage to the very roots of s 
meaning by careful, intensive, word-by-word, phrase-by-phrase analy- 
sis. Such treatment, for instance, of a highly generalized presentation 
of the basic schools of thought and the basic divergent points of view 
in educational philosophy would sensitize an individual to the idea- 
tional ranges within the subject of education. This concentration upon 
a fertile passage, effort being exerted to abstract the fullest meaning 
contained within it, would appear to offer more educative value for 
the brighter individual than the reading of hundreds of pages in the 
cursory fashion essentially demanded by present practices. P 

Argumentative essays are also appropriate media for instruction- 
Good essays, powerfully supporting opposite sides of controversies, 
rather than texts which “present both sides” or which gloss over dif- 
ferences without coming to grips with them, are suggested. The brighter 
child should be able to profit from the challenge of contradictory 
emphases, and the very highest of his capacities for understanding, 
evaluating, and synthesizing would be exercised, depending upon the 
complexity of the idea. Educative value would reside in the attempt 
to reconcile opposing points of view or to validate one against the 
other. 

Other methods for the implementation of this principle will suggest 
themselves to imaginative teachers. Those noted should be sufficient 
for illustration. Corollaries to the main principle can now be developed- 

To ensure the full development and use of the gifted individual's 
facility with words and ideas, it is proposed: 
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VI 7 
m II. A) That the nature of language, its structures and functions, its integral re- 
i a 
ip to thought and behavior, should be part of the education of the intellectually 
Superior child and youth. 


oo of language prescribed in the usual secondary school cur- 
s HE strange and extremely parsimonious in Siew of the wealth 
au = NE approaches to it. Years of drilling on correct” grammar 
ie g over a few selected pieces of literature for their plot or 

are characteristic of the “English”? curriculum. It is the im- 
Portance of some of the more subtle characteristics of language with 
Which the present principle is concerned. The predominant place of 
verbal behavior in the measurement of intelligence, as well as its 
'MPortance in the conduct of affairs, would appear to warrant building 
Into the secondary school curriculum some of the aspects of language 
undertaken as “electives” for major students 
versity level. A few approaches to 
d communicative systems will be 
hose mental 


rid which are presently 
thie anguage or literature at the unt 
study of man’s highly develope 
Suggested as possible educational matter for children w 
Capacities are adequate to the undertaking. 
One such approach to language suggest 
€pistemological frame of reference. A passag! 
arrabee, in a general context expository of 
this aspect of the functions of language: 


s its function in a kind of 
e from a text by Harold A. 
modes of inquiry, indicates 


it may be objected that the historian, like everyone 
edge, and even more than most in- 
quirers, is obliged to get most of his data from the past in the form 
of words; that words are themselves abstract generalizations ; and 


that historical knowledge is therefore only a crude and inexact im- 
the way in which general 


itation of the sciences. But this overlooks 
ive. There is a difference 


expressions function in historical narrat 
between their use in what Ernst Cassirer calls “living speech” in 


direct connection with the proper names of individuals, and their 
sophisticated entrance as highly abstract symbols into the hypotheses 


of mechanical science.” 


Nevertheless, 
else in search of reliable knowl 


Thus the ideas are contrasted that words may serve the end of an ap- 
t events and that words enter the 


Proximate re-presentation of pas 
descriptive of processes independent 


Scientific hypothesis as expressions 
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of time and place. Instruction in these kinds of potential uses of words— 
in effect an elaboration of types of meaning which may be analyzed—is 
to acquaint the gifted individual with an idea that may have large 
effects on both his reading and his speaking or writing. 

A classification of “primary forms of discourse” by Charles W. 
Morris is suggestive of another approach to language which would 
appear to be fruitful if brought to the acquaintance of the intellect- 
ually superior child at the secondary school levels. 


A form of discourse is a specialization of language for the better 
accomplishment of some specific purpose. The everyday language 
of people is an amazingly complex sign structure performing a mul- 
titude of individual and social functions. Its very protean character 
is its strength, for it provides the matrix in which and through 
which all human activities are interlocked in symbolic expression as 
they are interlocked in practice. This strength, however, involves a 
fundamental weakness: the very multiplicity of functions performed 
prevents the adequate performance of any one specialized function. 
So it is that men have gradually devised certain specializations of 
their common language for the more adequate performance of various 
specific tasks, Such specializations are here referred to as forms of 
discourse. 

Forms of discourse can be analyzed in terms of the functions they 
have been elaborated to perform, and light can be thrown on the 
characteristic human activities and their interrelations by a study 
of the nature of the forms of discourse which are the products and 
the instruments of these activities. . . . The present position is 
that there are three primary forms of discourse (the scientific, the 
aesthetic, and the technological), and that all other forms are sec- 
ondary, that is, are a function of these primary forms. . . . The 
number of the primary forms of a discourse corresponds to the three 
dimensions of sign functioning: scientific discourse brings into prom- 
inence the relation of signs to objects denoted (the semantical dimen- 
sion), aesthetic discourse accents in a distinctive way the sign struc- 
ture itself (the syntactical dimension), technological discourse em- 
phasizes the efficacy of the signs in the practice of the users (the 
pragmatical dimension). The theory of discourse is thus one develop- 
ment of the general theory of signs (technically called semiotic).*° 


The presentation and study of such a passage is instruction in language 
as an instrument for the communication of varied Meanings, instruc- 
tion at a level of complexity and potential usefulness more fitting to the 
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js - te pied than what is usually offered to him in his 
Cie dius T or in language instruction. It is feasible and desir- 
e such levels of insight into the uses of language be taught if 
ite n is to be measured to the capacity and possible use of the 
; ectually superior individual. 
RE prwanaass in case studies of gifted childr 
Adios osere for being no better able to € 
fone at an it, or to make the next necessary ste 
DA ap icated problem. Some of the ineptness 
coe nd idea may be due to inadequacies in the structur 
tee to carry the subtleties which the brilliant person senses as 
sary to render a desired connotation. This statement by Rudolf 
arnap indicates a limitation which may be taken as typical of others. 


For our common language is well adapted for obtaining the gross 
agreements necessary in practical affairs; but when employed in 
theoretical pursuits to formulate and communicate knowledge, it is 
very often not merely inadequate but even seriously misleading.” 


en that they sometimes 
mbrace an elusive idea 
p in the solution of 
in fit between lan- 
e of the 


i Systematic analysis of such limitations would afford the gifted an 
"sight leading to greater mastery of thought and language. This study 


Ww i A 
: oe teach him that language, as the necessary medium through 
whi i z 

ich knowledge is transmitted, is the possible source of some com- 


Municative difficulty and further clarify for him the necessity for spe- 
heoretical uses, like the sign for infinity 


that inadequacy of expression can 
volved could serve to relieve 
in an individual in- 


ctal ‘ A 
in symbolic forms in certain t 
respaa Pematics. For him to know 

side elsewhere than in the person 1m 


So; : 
me of the powerful tensions which accumulate 
know, to think through an issue, 


tense ` 4 
ps Nsely driven by a compulsion to ; i : 
nd to express his understandings. The gifted child may be his own 
Most severe critic, and any knowl fairly reduce the 


i 7 : 
tterness of his criticism is well acquired. 
A final illustration of how instruction in the language arts may be 


etter adapted to the needs and interests of the gifted child centers in 
the relationship existing between habits of speech and habits of thought. 
Tt has been proposed that an analysis of speech may reveal the per- 
Sonality of the speaker through the construction of his expressions and 
the “rhythm, intensity, and emphasis in the act of speaking.” It has 
also been proposed het thought may be categorized so as to indicate 
Major personality orientations. The “<formalistic” type is “anchored in 


edge which can 
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the abstract” and ‘characterized by ‘distancing? and ordered pro- 
cedure.” The “object-bound” type is “anchored in concrete life,” 
“egocentric or immediate,” and “associative rather than schematic, 
dynamic rather than static, and varied rather than perseverative.”*! 
We are not interested in the psychological validity of these analyses 
but in the interesting view of the functions of language which they 
suggest, a view that could be revealed with profit to the sensitive 
student. 

To summarize, Proposition VIII urges an educational design that 
accords a central place to meaning, and the corollary proposes that 
varieties of insights into language as the medium of report be developed, 
so that the richness of the art and science of communication may be 
more fully appreciated. The idea of variety of report would lend itself 
to application in controlled expression according to one or another 
mode: in the forms of discourse classified by Morris; or in holding 
meaning central while various lengths of exposition are achieved 
through low and high levels of generalization. And extending further 
than the area of meaning and expression, the possibilities of gaining 
insights into modes of behavior, and into the structures of personality, 
through analysis of speech and thought would lend itself to many 
interesting applications. Sheer facility in literary arts is not the uppe! 
most consideration here. Facility in the manipulation of concepts, €M- 
bodied as they are chiefly in words, is commonly cited as a consider- 


able factor in general intelligence. Terman, for instance, states in 
this connection: 


At these levels the major intellectual differences between subjects 
reduce largely to differences in the ability to do conceptual thinking; 
and facility in dealing with concepts is most readily sampled by the 
use of verbal tests. Language, essentially, is the shorthand of the 
higher thought processes, and the level at which this shorthand 
functions is one of the most important determinants of the level 
of the processes themselves.*? 


The proposition elaborated here is suggestive of procedures which 
will take better account of the capacities which intellectually superior 
individuals display for concept manipulation through varieties of verbal 
and linguistic adaptations. The types of studies suggested are more 
commensurate with both need and capacity and feasible at the sec- 
ondary levels of schooling for the gifted. Presently such approaches 
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chapter THE FOUNDATIONS OF CIVILIZATION 
| AS EDUCATIONAL CONTENT 
twelve 


It is consistent with the ca 
learner that his educatio 
historic origins of conte 
may be stated: 


TA oo ior 
Pacities and anticipated needs of the eg 

n be oriented toward the foundations a ie 
mporary social practices and institutions: 


(IX) That the instruction of the intellectually superior should 
include content pertaining to the foundations of civilization. 


This proposition recommends that the study of the facts and ideas 
behind contemporary institutions, a study traditionally pursued by 
inspired and able students and thinkers, be formalized into subject 
matter for school instruction of the gifted. 

Ross L. Finney has noted this i 
illustration, sketched the content of 


it. His treatment affords a fair il 
Finney states: 


. of 
dea of foundations and, by way a 
certain areas that would impleme j 
lustration of the present proposal- 


The exigencies of our ar 
phenomenon of cumulative 
lustrations will prove helpfu 


Sument suggest some elaboration of me 
racial learning; to which end a few il- 
l. The technique of so simple and com 
monplace a thing as making bread harks back through a long series 
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of inventions and discoveries to the very dawn of human life upon 
the planet. Modern methods in milling, recent improvements in 
baking, the method of lightening dough, the original devices for 
Cooking, the first cracking of the kernels, the domestication of wheat, 
the initial discovery of the plant, are among steps in the long se- 
| NP 

Similarly, all our institutions and cultures have evolved; and 
there is no intellectual exercise more enlightening than to trace that 
historic evolution in the various social fields. Political scientists, for 
example, find the genesis of our Constitution in Colonial and English 
Precedents, which in turn they trace back to their origins in the 
Roman Empire and in primitive Teutonic life. 


Š Even the Christian religion has evolved; and the study of its evolu- 
tion takes us back not only to the Jahveh cult of ancient Israel, but to 
the religions of Egypt and Babylonia, with prehistoric savagery in the 
ultimate background. Science has a history of the utmost fascination, 
Surpassed in interest, if at all, only by the history of art: for the relics 
of Primitive art carry us back to an even remoter past. And so it is in 
all fields. Little by little the race has learned; and the findings of racial 
experience have been transmitted and accumulated. Thus do we now 
Possess that vast, mental heritage by the use of which we conduct our 
Social life on the present high level of civilization. 
aS analyze the foundations O! 
€matically contributes to a 
oia porary aspects of the culture. 
\vilizations other than American or, 

of “one world” would urge that the same type of treatment be accorded 
understand the foundations of 


all the major extant civilizations. To rstal t 
epts of ethics is to enrich the under- 


Ussian ] ese conc: 

aw and of Japanes 3 x 

Standing of one’s a culture in these respects. This broader view, 

challenging as it is to the intellectual capacities, can be attained only 
Y those possessing intelligence well within the upper ranges. 


Specific points of view which disappear in social evolution often be- 
P hen conditions change. Thus, the “rugged 
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so far as to negate the values which it originally served. How ane 
difference is there between the independence of character implied a 
the concept of rugged individualism and the quality of “inner dire ‘ 
tion” the absence of which is bemoaned today. New conditions iin 
such that the older concepts of individual initiative might again à 
needed for the health of society. When we consider that a single a 
eration may eclipse the memory of past movements, the advantas' 


. S ; h f pres- 
becomes obvious of studying earlier stages in the development of P 
ent forms. 


ee hing 
Harold Rugg’s concept of “Force Men” as opposed i cee 
Men,” which was used in another context (pp. 65-66), is als 
plicable in this connection. Rugg writes: 


As the years passed I have found that the facts of life did gee 
if only I would Zet them. I was brought to recognize this by an cxa i 
ing and profound body of Americans who had succeeded in doing tha 
very thing. These I have called the Men of the Consensus and to Tele 
leaders I have dedicated my book. Throughout the story of their 
work we can marvel at their traits. Certainly they were ae 
Liberals nor Conservatives. Not one was of any Party. Partisan pot- 
itics was not their business and they eschewed all soapboxes, those 
of the die-hard Right or Left or of any straddling Liberal party. 
They were Radicals in the truest dictionary sense—‘‘from the roots 
thereof”; that is, they were students of the foundations of man and his culture. 
One by one these men—most of them working alone, most of u 
afraid yet naively brave—confronted the facts of modern life ee 
even against the loyalties and taboos of their people, let their min 
conclude what the facts of life conclude.4 


i ong 
And in the description of the dichotomy which he has perceived am 
people, he writes further: 


These Men of the Consensus were concerned with the forces which 
shaped both the superficial conditions and the problems of men; 
with the relations between Things—not with the Things imene 
To drive this point home I have set them apart throughout my i 
even giving them the special label of Force People to aa E 
them inescapably from the Thing People who have dominate 

Western culture. . . . The distinction is important because it Ze? 
counts for the varieties of our educational programs, technologies; 
and expressive arts. Membership in one group or the other deter- 
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mines how each of us sees the world. It molds a man’s attitude toward 
social change, his vision of the role of history, his understanding of 
technology and science, and his expression in the arts. Force People 
- . . Thing People: one of the great human dichotomies.* 
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o a who in large measure resemble Rugg’s “Force People” 
laene r; € soil a synthesis of thought from the past and present 
read by is ny prevailing culture are the men whose ideas can be 
ies i = gifted youth. Progress in his own thinking at similar planes 
cal eh a to occur. A transmission of the cultural heritage 
which is te e effected by means of an organization and integration 
Sie ike that subsequently to be effected by some of the present 
ion of “Force People” and passed on to those following. 

cue of studying the thoughts of men who have synthesized the 
tion ens in their culture and rendered explicit the foundations 
am bi i their present modes of thought and behavior rest com- 
with Hollingworth’s emphasis upon the study of biography. 


She has said: 
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can now predict that chil- 
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e of that extraordinary service of intellect 
personal traits are favorable, in profes- 
and artistic eminence, and in moral leadership. 
to life as they are capable of living it, they need 
s have found adjustment, as to how 
re related serviceably to civilization, and as 
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d effort against odds, of per- 


and of self-management which arise 
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s of intellectual wor! 


of altruism, 
ylation of the nobl 


hild to study in detail the lives of men who 
n which they lived, rather than adjusted 
nt, felt demands, is to make possible another 
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good models” in areas of understanding crucial to 
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social and personal effectiveness. What better study for those youth in 
large number destined to be leaders in social progress than an exam- 
ination of the lives of men and women who in the past have served 
society in just such a capacity? 

A corollary to this proposition refers specifically to subject matter 
areas, extending the emphasis upon foundations into the individual 
academic disciplines. The corollary may be stated: 


(IX. A) That the history of the various fields of knowledge should be taught as founda- 
tional to present concepts within each academic discipline, 


This principle suggests that the study of the history of a field creates 
levels of insight in addition to those created by a study of the field’s 
present state. The principles of sociology, attended by a study of the 
history of sociology as an area of man’s thought and activity; the history 
of psychology in like manner, and the history of philosophy—such 
presentations permit a depth in understanding not otherwise attain- 
able. The historical dimension of an academic discipline is traditionally 
reserved for presentation at the college and university level. This prm- 
ciple would merely reduce this experience to systematic curricular 
presentation at lower levels for that group able to integrate and to use 
such instruction. 

Educational practice following this principle would encourage the 
reading of histories which describe the origin and development of the 
theoretical structures distinguishing the several disciplines. Present 
school practices require research chiefly as an exploration of the one 
quo; it is here urged that history be in more constant reference an 
more integrally a part of the educative design for gifted individuals. 

It is not inherent in the principle that all such instruction should be 
direct or couched in the form of assignments with the historical di- 
mension as an immediate aim. Incidental acquisition of understandings 
with respect to the origins and foundations of present things and ideas 
may be encouraged through the ready accessibility of references which 
provide such treatment. Through special libraries or through the on 
couragement to build a private library relating to the individual’s 
particular needs, such incidental acquisition and spontaneous and con- 
tinuous pursuit at the ripest psychological moments can be effected- 

A second and final corollary to the emphasis upon foundations con- 
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sid j : Shes 2 ý 5 
ers the value of literary classics in the educative design. It may 
be stated: 


(IX. B) That classics of the worlds literary and educational store should be treated 
as foundational in the development of the thought of man and that the gifted should 


be instructed in such great works. 


A major difference exists between the educational design of today and 
i of fifty to a hundred years ago in the emphasis upon ttelassics.” 

arious reasons may be adduced to account for this difference, and 
not all educators feel apologetic about the present state. It is generally 


admissible, however, that such literature appeals more to students 
t those virtues attendant upon a 


a ie f 5 
bove average in intelligence and tha 
d appropriate to them. 


Pursuit of the classics are most available an 
Hence, the principle is derived that classical works of literature and 
thought should be utilized in the education of the gifted. 
x Experience with great books yields more than a knowledge of the 
ideas in which they traffic. Otherwise, a summary of their ideas might 
Substitute for the works themselves. To follow Descartes through his 
discourses” upon method is to experience the working of the mind of 
the man himself through the phrasing of his ideas, their succession, 
their inclusions and omissions, and the logic and the overall points of 
view which dominate. Such experience can be particularly fruitful to 
the gifted child. His own mind works in channels qualitatively more 
similar to that of the masters than to that of the generality. And to be 
able to experience the actual thought of the world’s great is to lead the 
brighter individual to challenges in his own thinking which can 
scarcely be achieved in any other manner. 
Great works of literature, fiction and non-fiction, are commonly 
conceded to have perennial value, successive readings at intervals 


Yielding new insights. Thus the reading of Gulliver's Travels ix an. expe- 
rience of a certain character at the earlier school levels, and the reading 
od is an experience of a different character. 


of the same book in adultho 
This igp all repetition need not be feared as wasteful, for the ideas 


treated in the classics are important ideas, and the earlier contact may 
Stimulate growth necessary to 4 fuller apprehension upon subsequent 


Contact. i 
Copious reading lists, fairly annotated, are suggested, so that the 
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child may accumulate a store of titles which he comes to value through 
repeated reference and which he will recall readily when voluntary 
reading choices are possible for him. 


Part III has been devoted to the recommendation of principles of 
education bearing directly upon the development of the gifted indi- 
vidual’s intellectual capacities. The academic disciplines have been 
explored and some of the issues directly relating to the complex and 
subtle uses to which the mind of the gifted may be put. In the person 
of the intellectually gifted individual the school is dealing with superior 
Capacity for learning, superior interest, initiative, and purpose in intel- 
lectual matters, and superior personality factors which promise a whole- 
some use of these gifts to the ends of both individual and social good. 
It is proposed that the school may meet these characteristics with cur- 
ricular experiences designed toward their continued nurture through 
the levels of experience implied in our principles. The major proposals 
suggest: that the child’s superior intellect be optimally utilized rather 
than neglected or ignored (Proposition V); that present educative 
experiences be generative of further learning (Proposition V1); that 
methods of inquiry and sources of knowledge be taught (Proposition 
VII); that the meaning of concepts and varieties of uses in language 
and expression receive central emphasis (Proposition VIII); and that 
instruction in the foundations of the present order of things, ideas, 
situations, and institutions be taught (Proposition IX). These prin- 
ciples offer substance through which the superior intellect can grow 
and develop and from which individually satisfying and socially Pro 
ductive uses may derive. 
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cha pter | PERSONAL, SOCIAL, AND CHARACTER 
s DEVELOPMENT IN THE GIFTED 
thirteen i 


The principles in Part IV have as their aim the development of the 
intellectually superior individual in other than the academic and intel- 
lectual areas of personality. The modern American school is con- 
cerned with the affective and conative dimensions of personality as 
well as the cognitive. Educational principles relating to these areas usu- 
ally are subsumed under classifications like “emotional development,” 

moral (or character) development,” and “social development,” in 
textbooks on human development and educational psychology. Emo- 
tonal and social adjustments tend to free intelligence for fuller play 
In the experience of the individual, and intellectual capacity appears to 
develop optimally only when its development is paralleled by sound 
8rowth in these “dynamic” substructures of personality. Therefore 
Certain principles of education pertaining to the development within 
the gifted of emotion, motive, and value, social understandings and 
skills, are undertaken in the same manner as those relating to their 
intellectual and academic development. These principles will differ 
from those applicable to the generality because of the superior intellect 
and concomitant behavioral characteristics which distinguish the gifted. 

The gifted differ less markedly from the generality in the dynamics 
of personality than they do in intellect. It follows that special educa- 
183 
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tional processes designed to develop these psychological substrata dif- 
ferentiate the gifted from the hypothetical average less decisively. At 
such points as possible, however, we have abstracted from the general 
literature on education for character and personal integrity those ap- 
proaches which involve most significantly the behavioral qualities 
which science ascribes to the intellectually superior person. 

The principles of this part assume the presence of provisions usually 
made for pupils of all levels of ability, such as a program of diversified 
extracurricular activities, opportunity for the expression of initiative in 
student activities, and a guidance program with its customary services. 
The stated principles will be conceived as modifying or supplementing 
these usual provisions in the interest of better serving the gifted. 

An important part of education in this vein is the development of 
character and citizenship. In a limited sense, the end of personal and 
social development might be considered as developed character with 
respect to the individual and developed citizenship with respect to 
society. It is difficult to isolate concepts which apply to the one area 
of development, personal or social, which are not in some way related 
both to the personal character and to the civic roles of the individual. 
As will be observed in some of the quoted material, writers often con- 
sider the areas so closely related that they treat them collectively. In 
the discussion that follows what is cited or expressed with respect to 
aim and ideal or to developmental technique, as related to character, 
is intended to be applicable to the development of personal and social 
adequacy in point of view and behavior. 

The importance of personal, social, and character development for 
the gifted is attested by what is generally acknowledged of the values 
in this area for all persons and by the fact that the gifted character- 
istically assume positions of leadership and influence. 

The first portion of this treatment deals with typical problems of ad- 
justment which appear to arise in the development of gifted individuals 
under heterogeneous environments and school conditions. This dis- 
cussion leads to theoretical considerations relating the problem of per- 
sonal and social adjustments to educational endeavor and to the 
superior intellectual capacity of the students concerned. Specific pro- 
posals for the educational design follow upon these background con- 
siderations and comprise the major portion of the final part of the 
systematic theory. 
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TYPICAL ADJUSTMENT PROBLEMS 
OF GIFTED INDIVIDUALS 


Age a his distinctive characteristics and interests, there are 
GN a ties in the achievement of personal and social adjust- 
‘ceed rene attend the development of the gifted individual in the 
Oils a ral Several students of the problems of these individ- 
“ome es hildren have concentrated upon such difficulties. Leta Hol- 
gworth was perhaps at her best on this subject, and much of her 
work centers in this problem. In one of her relatively early writings, 
she designates five “special problems in social adjustment” which are 
SSE Rie with the child of very superior intelligence and which in 
ldr se apply to the broader range of intellectual superiority con- 
in the present work. In (1) the problem of work, it is indicated 

that the child becomes increasingly misfitted to the ordinary school 
Program as the intelligence scale is mounted, idleness and boredom and 
Positive distaste” reaching considerable proportions in the upper in- 
telligence levels. Under (2) adjustment to classmates is treated the prob- 
lems arising from heterogeneous grouping in which the advanced, 
under-age child will be in contact with over-age, retarded, “minus” 
deviates, (3) The problem of play involves differences in interests and 
Preferences for psychologically complex games. If the gifted child ad- 
justs at all to the generality in this respect, it involves a “difficult com- 
Promise” for him. Hollingworth indicates that many good intentions 
to “socialize” the child through deliberately planned contacts with 
Others in ordinary play fail because of a psychological unsoundness in 
the procedures. As (4) problems of conformity are listed the gifted child’s 
typical reaction against the drudgery of school routine; his frequent 
superiority to parents and teachers 1n intelligence, with the attendant 
conflicts between love and respect on one hand and disgust and dis- 
belief on the other; his quickness to learn maladjustments such as that 
feigned illness brings coddling; and his general tendency to argue 
about routine requirements of school and home. In (5) problems of 
origin and destiny are noted those tendencies of the gifted child to be 
absorbed at early ages in such ultimate problems of philosophy and 
religion as the meaning of life and death and the nature of a hereafter. 
Hollingworth notes that often questions asked by the child out of these 
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areas of interest are met by such answers as “You are too young to 
understand” or “You unnatural child!” As a basic operating factor in 
such areas of difficulty, Hollingworth suggests the immaturity and 
imbalance resulting from having the “intelligence of an adult and the 
emotions of a child combined in a childish body.””! 

Subsequently, Hollingworth adds other special problems of persone 
ality development: (1) the role of physique in social adjustment, high- 
lighting the fact that the gifted individual, usually being younger, a 
smaller than his group associates and hence has certain difficulties 1n 
attaining the leadership for which he is generally qualified; (2) the 
problem of adjustment to a vocation in view of the many-sided interests 
and abilities of the individual; and (3) a tendency toward isolation and 
withdrawal arising from the difficulties of adjusting to the play interests 
of other children.? 

Two additional concepts occurring in this same presentation relate 
further to the dynamics of adjustment. The first concerns an adapta- 
tion which the intellectually superior individual must make if he is to 
interact effectively with his associates. The phrasing used by Balen, 
worth is “learning to suffer fools gladly.” Because the connotation O 
the phrase might strike some as unfortunate, Hollingworth’s own de- 
velopment of the idea will be cited so that the essential fineness of the 
spirit involved may be realized. She writes: 


A lesson which many gifted persons never learn as long as they live 
is that human beings in general are inherently very different from 
themselves in thought, in action, in general intention, and in inter- 
ests. Many a reformer has died at the hands of a mob which he was 
trying to improve in the belief that other human beings can and 
should enjoy what he enjoys. This is one of the most painful and diffi- 
cult lessons that each gifted child must learn, if personal development 
is to proceed successfully. It is more necessary that this be learned 
than that any school subject be mastered. Failure to learn how to 
tolerate in a reasonable fashion the foolishness of others leads to 
bitterness, disillusionment, and misanthropy. 

What is meant here may be illustrated by the behavior of a seven- 
year-old boy with an IQ of 178. He was not sent to school until the 
age of seven because of his advanced interest in reading. At seven, 
however, the compulsory attendance law took effect and the child 
was placed in the third grade at school. After about four weeks of 
attendance, he came home from school weeping bitterly. “Oh, 
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Grandmother, Grandmother,” he cried, “they don’t know whats 
good! They just won't read!” 

The story then came out, how he had taken book after book to 
school—all his favorites from his grandfather’s library—and had 
tried to show the other third-grade pupils what treasures these were. 
But the boys and girls only resisted his efforts, made fun of him, 
threw the treasures on the floor, and finally pulled his hair. 

Such struggles as these, if they continue without directing the 
child’s insight, may lead to complete alienation from his contempo- 
raries in childhood, and to misanthropy in adolescence and adult- 
hood. Particularly deplorable are the struggles of these children 
against dull or otherwise unworthy adults in authority. The very 
gifted child or adolescent, perceiving the illogical conduct of those 
in charge of his affairs, may turn rebellious against all authority and 
fall into a condition of negative suggestibility—a most unfortunate 
trend of personality, since the person is then unable to take a coopera- 
tive attitude toward authority.* 


Many of the actions and attitudes of gifted individuals may obviously 
be attributed to the difficulty of this adjustment. 

A further idea originated by Hollingworth is that problems of social 
adjustment increase as the intelligence scale is ascended, so that a 
Certain range is considered optimally suited for easiest and most effec- 


uve adjustments: 


the psychologist who has observed the 


en over a long period of time from early 
ain re- 


All things considered, 


development of gifted childr 
childhood to maturity, evolves the idea that there is a cert 


stricted portion of the total range of intelligence which is most favor- 
able to the development of successful and well-rounded personality 
in the world as it now exists. This limited range appears to be some- 
where between 125 and 155 IQ. Children and adolescents in this 
area are enough more intelligent than the average to win the con- 
fidence of large numbers of their fellows, which brings leadership, 
and to manage their lives with superior efficiency. Moreover, there 
afford mutual esteem and understanding. 
beyond are too intelligent to be understood 
vith whom they make contact. . . .4 


are enough of them to 
But those of 170 IQ and 
by the general run of persons V 


indicated in this passage, and the gen- 


The relativity of adjustment is in th 
s observation is easily agreed upon. In 


eral soundness of Hollingworth’ 
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its practical applications, however, there might not be enough con 
panions even in the optimum range of intelligence for ‘mutual wise 3 
and understanding,” nor might this range be optimum in an environ 
ment where the normative position was lower than the average for the 
standardization population of the Stanford-Binet Intelligence Scale, 

The educator must be sensitive to areas of potential difficulty like 
these indicated by Hollingworth if the development of the gifted indi- 
vidual is to proceed optimally in all major phases of personality. j 

Ruth Strang adds other considerations relative to personal and e 
adjustment, pointing up the difficulties which come to the gifted part : 
and sometimes exclusively by virtue of their giftedness. She lists among 


others the following “normal problems and perplexities of growing 
up”: 


Feelings of Inferiority and Inadequacy 

Unsatisfying Human Relations 

Failure to Realize Intellectual Potentialities 

Difficulty in Choosing, Preparing for, and Entering a Vocation. 


Under “special problems intensified by high intelligence” and “condi- 


x ; : $ itional 
tions that contribute to maladjustment,” she lists these additioné 
adjustive difficulties: 


Parental Pressure and Exploitation; Overemphasis on the Child’s 
Intellectual Development 


Parental Indifference and Neglect 
Lack of Opportunity to Develop a Philosophy of Life 
Financial Limitations 

Poor Instruction in Think 


ing and Study Methods 
A Dull and Meager Curri 


iculum.§ 


Harvey Zorbaugh offers an analytical description of some of the 
problems listed above: 

Furthermore, the hi 
are likely to create stre: 
his intellectual concep 
realize it. A prescho 


ighly gifted child’s developmental disharmonie¢s 
sses within his personality, for instance between 
tion of performance and his physical ability to 
ol child whose development we followed was 
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being taught by his father to skate. He asked for and was given a 
book on figure skating. The next time he was on the ice he attempted 
to execute a figure cight. Having failed repeatedly. he took off his 
skates in frustration and attempted to execute a figure eight crawling 
about the ice while holding his skates in his hands. 

Again, conflict may be created within the highly gifted child’s per- 
sonality by the discrepancy between his intellectual and his emo- 
tional maturity. . . . 

As the adolescent's world expands, he seeks increasingly for security 
within widening relationships; he feels the need of orienting his life 
in accord with social values which will give him satisfaction. But our 
culture is exceedingly heterogencous, characterized by innumerable 
inconsistencies and conflicts among values, standards, conceptions 
of behavior, and ways of life. The need to work through and resolve 
these inconsistencies and conflicts is one of the major sources of 


adolescent stress in America.’ 
personal and social ad- 


g of upward deviation 
a similar 


_ It might appear from these dangers to the 
Justment of the gifted that the general findin 
for them in all significant, measurable traits does not imply 


deviation in dynamic traits. To Terman’s data on this point, however, 
r Education Inquiry, 


May be added these findings from the Character 

reported in the three-volume Studies in the Organization of Character. A 
Positive correlation between intelligence and moral adjustments is 
Noted in these statistical generalizations: (1) a correlation of 344 
(average) between intelligence and honesty, and (2) a “best estimate 
of the relation between intelligence and a theoretical combination of 
> a correlation of —.50 to —.60.7 Though not 
Sufliciently high to indicate that no direct attention to the development 
of character is necessary, these correlations do indicate that under tg 
Conditions pertaining to the development of the children who were 
the subjects of this investigation intelligence and character are posi- 
lively associated. The areas of potential breakdown in personal and 
social adjustments and in moral behavior, then, despite this etenas 
treatment of the nature of such difficulties, represent only ree = 
in which the smaller proportion of adjustment problems fall when they 


© occur, 


all our deception tests,’ 
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THEORETICAL CONSIDERA TIONS RELATING 
PERSONAL DEVELOPMENT TO ED UCATION 
AND INTELLIGENCE 


Can the school cause adaptations in personality and character which 
are measurable improvements over those which derive through uncon- 
trolled and informal social situations? Vernon Jones has subjected this 
question to experimental test in a project in which several methods of 
teaching for character adjustment were tried and the results measured 
by tests. One of his conclusions points out that under proper methodol- 
ogy behavior can be adjusted towards the moral. He says: 


One of the most important results of the study is the evidence that 
demonstrable improvement in character and citizenship of children 
can be made through planned instruction in school. We should hasten 
to add, however, that the smallness of the improvement, on the aver- 
age, and the failure to get any consistent gains in some of the trained 
classes emphasize the difficulty of bringing about improvement in 
this field, at least by group instruction in school.’ 


Considering that the school does play a role, even if a small One, an 
the development of the child in these areas and that under studied 
methods its role might even be enlarged, it is important to know (the 
nature of the developmental Processes which are apparently subject 
to school experience. The Character Education Inquiry yielded sugges~ 
tions as to the course of development which occurs in the child whose 
behavior changes toward integrated, consistent, moral aerate 
One of the notable findings of the Inquiry concerns the relativity an! 


the specificity of the moral response as presently measured in children 
like those of the study: 


It seems to be a fair conclusion from our data that honest and 
deceptive tendencies represent not general traits nor action guided by 
general ideals but specific habits learned in relation to specific situa- 
tions which have made the one or the other mode of response suc- 
cessful. 

Whatever behavior is studied, the general picture holds true. 
Conduct represents an achieved association between a certain type 
of situation and a certain type of response. Such terms as honesly 
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and self-control are names which the observer may, for convenience, 
apply to this or that group of conducts which show specified resem- 
blances, but there is no evidence that in grades 5 to 8 the children 
themselves have developed any great sensitiveness to such general 
terms either as motives or as cues to action.’ 


ie T rispeeifeity of response and its relativity to the situation points 
o the fact of behavior as it is, and as it tends to result from the collec- 
tive influence of environments (including routine school procedures) 
as they are. We prefer, however, not to consider this set of conditions 
to be necessary and inevitable. It seems reasonable that if facts as they 
stand are undesirable, reasoned attempts to alter the conditions which 
determine these facts would promise different results. We see a power 
in deliberately constructed educative experiences for developing levels 
of character which transcend and negate these time-bound experi- 
mental findings. 

The same authors indicate a reasona 
character education. Their concept of inte 
Specificity to generalized behavioral patterns is 


their own terms: 


ble basis for such attempts at 
gration as movement from 
again best stated in 


said, it can readily be seen that integra- 
the most complete use of human 
of natural and human resources. Its complete 
vable. But growth in integration is necessary 
d takes place in proportion as situations, 
on the one hand, are properly classified in terms of their potentialities, 


which may be scientifically determined, and, on the other hand, in 
ion as systems of response are attached to principles, laws, 
o the concrete demands of immediately per- 


From what has so far been 
tion in the full sense is essential to 
powers in the control 
achievement is inconcei 
for the advancement of life an 


proportii 
and ideals, as well as t 
ceived situations.” 
s of response to principles, laws, and 
ideals” is therefore the key conceptual basis underlying education for 
character and social and personal adjustment. Many characteristics of 
intellectually gifted individuals appear to relate to this concept. Their 
behavior can come to be dominated by ideals, as opposed to “the 
concrete demands of immediately perceived situations.” 

Vernon Jones indicates the peculiar fitness of the gifted child for 


increasingly consistent and integrative behavioral adaptations. He 


writes: 


The “attachment of system 
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The relation of intelligence to character development is probably 
most readily seen in the role which intellect plays in orienting the 
individual in his environment. The dull and the bright intellectually 
are not alike in their ability to foresee the consequences of their acts; 
neither are they alike in their Capacity to sense when greater ad- 
vantages inhere in remote goals than in immediate gratifications. 
The more able the individual, the better can he select his environ- 
ment and mold it in accordance with the ends he would achieve. 
Moreover, the same environment does not produce the same total 
organization of learned behavior and values in the bright and in the 
dull. Indeed, differences in intellect make of identical physical en- 
vironments different psychological environments. Of course, this 
does not mean that superior intellect can so alter inferior environ- 
ments as to guarantee good character under any circumstances. 
Good intelligence, however, should enable one to achieve the skills, 
knowledge, and orientation that will help him to make the most of a 
superior environment, on the one hand, or to resist most efficiently 
the restricting effects of a poor environment, on the other." 


As indicated here, where the Capacity to generalize, to foresee, and 
to anticipate exists, there is the potential at least for this state 
performance in which consistency is maintained between the ethical 
ideal and the practical act. By virtue of their greater capacity for 
generalization, the “doctrine of specificity? would appear to apply 
less rigorously to the gifted than to the average or dull among children- 
This is an important consideration in planning education for personal, 
social, and moral adjustments of the exceptional group. X 

Robert Havighurst and Hilda Taba make the following observation 
concerning an ideal state of character development: 


Character develops through reflective thinking. Moral behavior 
may also be learned through thinking about moral situations, tracing 
various kinds of behavior through to their probable consequences, 
and reaching conclusions which may govern future behavior. If this 
process is practiced often enough, with guidance which safeguards 
accuracy of reasoning, it results in a number of general moral prin- 
ciples which may be applied in future situations. In a changing 
society which constantly poses new moral problems for the indi- 
vidual, it is obviously of great importance that a person have gen- 
eralized moral principles and that he be able to apply these wisely 
in specific instances.!2 
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The qualities critical to the development of ideal behavior would ap- 
pear to be, once more, those accounting most directly for the distinc- 
tiveness of the intellectually superior individual. 

Against this general background relating the problem of education 
for character and personal and social adjustment to the learning proc- 
ess and to the qualities of demonstrated superiority found in the gifted 
Individuals, certain propositions which serve to implement and to 
further the purposes of education in these realms have been developed. 


chapter APPLYING THE SCIENTIFIC METHOD 
fourteen 


If the question were asked of the principals of typical American 
schools, “What theory and what plan do you have in your school for 
the character development of children?” it is questionable that more 
than a scattered few would state a theory that would bear analysis by 
the educational philosopher and a plan of action that would bear 
analysis by behavioral scientists as a specific set of co-ordinated pro- 
cedures which pertain validly to the purpose. True, moral dicta 
abound; these depend, however, more upon the accidental personal 
orientation of individual teachers than upon a defensible program 
with clear objectives and coherent procedures. These heterogeneous 
imperatives concerning the “oughts” of behavior are likely to represent 
contradictory conceptions of the nature of morals and a medley of 
sanctions for acts involving values, not to mention chaotic practices 
affecting the Psychological substrata that conduce toward constructive 
attitudes within the person toward himself and society. It is perhaps 
truer in these areas than in any other significant undertaking by the 
school that the theoretical bases are not understood, the goals are not 
clarified, and the methodology is not explicitly developed. Unques- 
tionably more complicated than ordinary academic processes, the 
development of character in children urges more systematic and intel- 
ligent concentration, rather than less. 
194 
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As the first of the propositions designed to guide the personal, social 
and character development of the intellectually superior, it is suggested 
that the problem be undertaken in the manner of science. The effee- 
tiveness of that body of thought and techniques termed “‘scientific”’ for 
the management of problem after problem in human affairs has been 
patently demonstrated. It is observed then: 


(X) That scientific methods should be applied in the concep- 
tion and in the execution of the education for personal, social, 
and character adjustments of the intellectually superior indi- 


vidual. 


Certain recognition of the chaos that characterizes practical efforts 
toward the development of children in these areas has brought this 
suggestion previously to the fore. Laurance F. Shaffer and Edward J. 
Shoben, Jr., treating positive principles of mental hygiene, suggest that 
the most broadly effective single technique which can be brought to 
the problem of psychological adjustments is the scientific method. They 
recommend that the same techniques of analysis and attack be applied 
to these problem areas that are used in the natural sciences." 

The same type of approach to the development of character has 
been suggested and can be used as a guide to both teachers and moral 
Philosophers, as well as to gifted youths themselves who character- 
'stically grope for a stabilizing personal philosophy. Ernest M. Ligon, 
director of the Union College Character Research Project, has ex- 
Pressed the spirit which characterizes his endeavor: 
development which are just as 
o one will question the fact 


robably even more complex and intri- 
ural phenomena. We shall certainly 
that which has character- 


here are laws of character 


It is certain that t 
laws of nature. Ne 


inviolable and powerful as the 
that many of these laws are Pp 
cate than those that govern our nat 
not discover them with less painstaking research than t 
ized physics and chemistry 
A willingness to supplant arbitrary dogma with experientially based, 
Objectively examined values and to utilize scientific techniques in the 
Conception of the educational design and in its execution is a first and 
a most important step in the direction of education for character. Not 
only are the philosophy and method of science fruitful epistemolog- 
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ically, but they are likely to be found personally satisfying by highly 
intelligent youth, interested in ultimates and sensitive to contradictions 
that inhere in the use of varying points of view in reckoning with the 
problems of living. ; 

Ligon elaborated upon Union College methodology, listing in his 
book A Greater Generation seven “minimum essentials” comprising “The 


Role of Science in the Problem of Character.” These minimum es- 
sentials are: 


(1) In teaching children [character], the laws of learning must be obeyed if 
they are to learn. (Exposure, repetition, understanding, conviction, 


application are the five steps in the learning process, according to 
Ligon. ] 


(2) The second basic essential, therefore, which objective evidence has con- 


vinced us is necessary for effective character education is that we must have 
very definite aims to be achieved. 


(3) The evidence seems to prove conclusively that it is impossible to 


teach a concept before the maturity of the child makes it possible for him to 
understand it. 


(4) One of the most important of the basic minimum essentials is in 
applying the principle of individual differences. One can no more solve 
the problems of the personal equation without knowing the factors in that 
equation than he can solve a mathematics problem without knowing the factors 


involved. A character trait has no meaning apart from the individual of whom 
it is characteristic. 


(5) The fifth basic minimum essential for effective character educa- 
tion carries its own conviction when stated, but is probably the least 
observed as far as traditional methods are concerned. It is that our 
curricular materials must be so organized as to constitute a psychologically 
valid approach to the attitude being taught. 


(6) Now we come to the sixth of our basic minimum essentials. It is 
that effective character education is a seven-day-a-week undertakii mB a: 2 
effective character education probably requires the actively integrated cooperation 
of all the major influences affecting the child. 


(7)... we must set up reliable and valid measuring devices to evaluate 
our methods and materials 15 


Abstracted from the context of several chapters, these statements miss 
the rationale which Ligon offers for each. In their substance, however, 
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they represent a practicable adaptation of scientific method to the 
problem of character development and, by extension, the problems of 
Personal and social adjustment. An educational program designed to 
effect these ends in children of high ability must involve a methodolog- 
ical concept thus vigorously and clearly identified. 

Percival M. Symonds offers a point of view in an earlier work than 
Ligon’s which is just as scientific and just as practical. Symonds calls 
for the same degree of analysis and “codification” of behavior in these 
spheres as has been granted the more objective and academic aspects 


of the curriculum which are passed on to the child as his cultural 


heritage. He says: 


If conduct is to take its place in school with other subjects of 
instruction, it must receive the same consideration as other subjects. 
All other subjects are carefully planned for; courses of study are con- 
structed, and the goals or objectives for each year of instruction are 
laid down, Arithmetic has of late been receiving exhaustive analysis, 
until today we know definitely that 100 addition combinations, 100 
subtraction combinations, 100 multiplication combinations, and 450 
division combinations must be learned, and we are ready tentatively 
to state when they must be learned. We know definitely the most 
important words that a child should know how to spell and to read, 
and we will soon know what important English constructions he 
should know, both for use in his written composition and for compre- 
hension in his reading. We are apprised of the errors that a child 
makes most frequently in language. Conduct, if it is to become an 
objective of education, must receive a similar codification, otherwise 
it will remain incidental and casual. Conduct, most ancient objective 
of education, is the most recent acquisition as one of the objectives of 


formal education."® 
Such a definite description of the ends and means of character develop- 


ment is obviously needed. 
With respect to the observation and measurement o ; 
social, and moral adjustments, the same idea 


along the line of personal, je ide 
of analysis into perceivable and manageable components applies, in 
order that remedial measures may be brought to bear upon those arcas 
in which diagnostic measures reveal inadequacy. Jones has outlined 

t of social and moral behavior, 


cleven techniques for the measuremen! ; " 
which include tests of knowledge, rating scales, tests of judgment in 


tuations, tests of actual conduct, long-period observations and 
> 


f development 


moral si 
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ratings as recorded in cumulative records, observation of attitudes as 
revealed in discussions with peers, and sociometric techniques.” The 
systematic use of such a variety of instruments of evaluation and a 
follow-up with appropriate instructional measures in areas woene 
weaknesses are revealed would be called for in the proposition being 
developed, as a further application of scientific method to the area of 
personal development. 

The same manner of approach would appear applicable to the subtle 
and complex emotional reactions which play such an effective role in 
behavior. To specify clearly what forms of behavior fall within the 
categories of love and of hate; to specify and to instruct in the attitudes 
which resolve into various desirable social responses; and to ramify into 
their psychological and behavioral bases such simple dicta as po 
unto others as you would have them to do unto you’’—such methods 
promise to increase sound personal, social, and character adjustments. 

An essential corollary to the proposition that scientific methods 
should characterize the identification of and instruction in ethical 
behaviors and positive personal and social adjustments urges the im- 
portance of effective attention to the individual case which, despite 
the positive program, reveals tendencies toward unwholesome devia- 
tion from the acceptable behavior patterns. The remediation of per- 
sonality disorders while they are in the incipient stage is a logical 
supplement to intelligently planned procedures for the promotion of 
wholesome and effective adjustments. The corollary is: 


(X. A) That when incipient disturbances 
psychological services should be afforded th 
process. 


d x individual 
appear, systematic and extraordinary individ i 

5 . . pi ne 
€ gifted individual as a part of the education 


es of development where Lit 
promise is as great. The Principles of learning, discovered throug 
are utilized in academic instructio”: 
iples of personality, also discover® 


x 7 e- 
d be similarly utilized in the rem 


Applying the Scientific Method 199 


diation of non-constructive psychological adjustments in children whose 
optimal personal development promises such great social returns. 

The combination of adjustment-wise classroom procedures with the 
services of a team of practicing behavior specialists, trained to recognize 
and reckon with deviant behavioral tendencies, would serve as a broad 
base to those procedures of the school which approach personality 


and character formation through scientific methods. 

In summary, then, Proposition X urges that the techniques of 
science be brought to bear upon the development in gifted children 
and youth of personal and social adjustments which will free them for 
their most effective social interactions and for the attainment of greatest 
Personal happiness. In educational applications the scientific method 
takes such forms as: the systematic working out of desired behavior; 
the clarification of goals; the discovery of effective methods of pro- 
motion and development through experimentation and measurement; 
and diagnosis and remedial endeavor when the original processes ap- 
Pear to have failed with certain individuals. This extension of the 
scientific method into the realm of adjustive behavior logically prom- 
ises the same measure of effectiveness that has been achieved by these 


Means in other areas of child development. 


cha Pter | INSTRUCTION IN THE PRINCIPLES 
ff OF BEHAVIOR 
itteen 


It is unreasonable to expect behavior consistent with principles be 
emerge in the absence of instruction in the principles themselves. a 
in the area of ethical behavior, and in the sphere of personal and soc! a 
adjustments, this expectation exists. There is no systematic provisio! 
in the ordinary school curriculum for instruction in philosophy = 
ethics and little for the Psychological foundations of behavior ga 
adjustment. William M. Alexander and J. Galen Saylor list the iy 
ject matter courses which are required in all the curricula of a fai 
large and representative high school: 


English: Business English, Journalism, Speech, Dramatics, Debate. 
Social Studies: World History, American History, Economics, “a 
ology, Advanced Civics, Economic Geography, Commercial 
Law. , 
Mathematics: Advanced Algebra, Trigonometry, Geometry, Business 
Arithmetic, General Mathematics. 
Science: Biology, Chemistry, Physics. : 
Home Economics: Foods, Clothing, Consumer Education, Interior 
Decorating, Nutrition, Household Care, Cafeteria, 
Foreign Languages: Latin, French, Spanish. : 
Commercial: Typewriting, Shorthand, Office Practice, Bookkeeping; 
Retailing. 
200 
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Industrial Arts: Mechanical Drawing, Woodwork, Machine Shop, 
Printing, General Metals, Auto Mechanics. 

Music: Orchestra, Band, Chorus. 

Art: I, I, and II. 

Physical Education: Boys, I, II, and HI; Girls, I, II, and II.’8 


E rois of a typical curriculum of a modern high school appears 
a ittle place where the philosophical bases for moral behavior 
Suet TENNENE could be systematically taught. Apparently what in- 
E on: is offered through the personal interest and knowledge of 
The ers is offered incidentally and without programmatic sanction. 

generality of students could profit from appropriately adapted 


in fea i 4 á : 
k struction in ethics and philosophy. In the case of intellectually 
Uuperior children and youth, the failure to offer such matter in the 

rucial neglect of one of their more 


Curri 
i rriculum represents a gross and cr 
i 5 A 
tal expressed interests and needs. 
A proposition urging provision for such instruction is: 


ruction in the theoretical bases of ideal moral 
should be an 


gifted indi- 


(XI) That inst 


behavior and of personal and social adjustments 


integral part of the education of intellectually 


viduals. 

Of this need as expressed by the children in her early experiments, 
Hollingworth stated: 
overnment is possible to a greater extent in such 
for the gifted] than among unselected children, 
hey more readily learn what conduct will bring 
sfactions and more readily perceive how and 
ave learned. Intelligence is an indispen- 
sable part of the foundation upon which to build self-government. 

Valid reasons for behaving in one way rather than another may be 
used much more effectiv ith the gifted than with children gen- 


ely w 
erally, because they more readily comprehend reasons and learn to 
act in accordance with them. 


Appeals to respect for the rights of 
e with them Pp 


articularly effective, too, because intelligence 
to put himself in another’s place. . . - 


Discipline by self-g 
classes [special classes 
age for age, because t 
comfort and other sati 
when to act upon what they hi 


others ar 
enables the child ze 
s indicate that attempts to build generalized responses 


These remark ; ae 
h ethical principles relate to certain natural char- 


in accordance wit 
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acteristics of the gifted. They also highlight the fact that dictum and 
dogma are insufficient appeals to the intellectually superior for the 
positive construction of their attitudes and ideals. An acceptable ration- 
ale for moral behavior is therefore an indispensable part of any Sa 
riculum purporting to reckon adequately with the personal, social, 
and moral behavior of gifted individuals. 

A corollary to this proposition specifying more definitely the con- 
tent which would serve to fulfill such needs may be worded as follows: 


(XI. A) That instruction in the problems of philosophy and ethics should be adapted 
to the secondary levels of education. 


An understanding of the history and nature of moral and pern anv 
problems is as necessary to the intelligent judgment of behavior an 
belief as an understanding of the laws and problems of physics is 4 
the intelligent observation of physical processes. Only through suc’ 
study can an individual gain a perspective which will permit him to 
see the single act in its Proper relationship to other acts and to theo- 
retical principle. The uses of human energy in the interest of science, 
of religion, of philosophy itself, and in political and economic pursuits, 
can be perceived in their proper relationship to man’s collective por 
tential only when the nature and purposes of such partial behaviors 
are philosophically examined. And behavior conforming to the dictates 
of the one discipline can violate principles basic to another me 
clear idea of the mutual involvements among human purposes an 
endeavors is attained. k in 

Finally, the knowledge gained through philosophy that certainty ie 
some realms of human experience is impossible may reduce psych of 
ical tensions, affording some security to troubled, inquisitive MI) t 
unable to fathom this fact without instruction. Intellectual security a 
stems from an understanding of epistemology would seem to satisfy s 
vital part of the gifted individual’s personal need. Unfulfilled and ee 
adequately acknowledged in the school program, this need may affec 
social adjustments and aggravate deviant behavior. Students of the 
problems of gifted individuals often note their interest in ultimates- 
Demiashkevich expresses this need as he has sensed it: 


The curriculum for the general preliminary training of the future 
Periclean leaders should, therefore, give also an adequate place to 
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philosophizing on the part of the more mature elite students about 
the general ultimate meaning of the facts of life in their entirety, 
about the “general hang of things,” and, in particular, about the 
problem of ultimate reality. Such students should be assisted by 
properly qualified instructors toward the acquisition of as much 
certainty as is humanly possible relative to the ultimate goal of 
human existence. Similar provision should, of course, be made 
for the rank and file adolescent pupils, but the elite need it all the 
more because it is in the nature of the elite to be more acutely stim- 
ulated by, or suffer more from, anxiety relative to the final and 


ultimate meaning of things.” 


Tf an attainment in full of such a specific philosophical perspective 
should seem to lie beyond even the capacities of gifted individuals at 
the secondary school level, it is suggested that as much be accomplished 
m this direction as is possible. Thus, subsequent development of the 
Person will be in the nature of increased maturity within a framework 
of valid initial understandings. 


Ethics, as that branch of philosophy ¢ ; j 
mensions of behavior, needs little exposition beyond the basic meaning 
of the term to justify its inclusion in this scheme of education. It is in a 
Sense the intellectual heart of behavior that affects others than oneself. 
Behavior can only be expedient, situationally determined, immediate 
and personal, unless some understanding prevails with respect to the 
Nature, sanctions, and consequences of ideal moral behavior. The gifted 
Person’s life career in the modern world will bring him into a variety 
or complex social situations in which the simpler morality of yesterday, 
informally transmitted and by authority rather than reason, will not 
Suffice to guide action. Consistent moral behavior in such situations 

i ly by those capable of referring possible choices 
al bases for what we call morality. 
cratic and Christian ethics would be 
the demands upon indi- 


oncerned with the moral di- 


By way of illustration, 
Understood more adequately 


Vidual behavior made by other politi 
Plore Hemet ahic” and to perceive how and by what reasons 


any adjective can be made to modify that noun is to understand more 
fully a i Cing of our fort of social and political organization and 
Gur ee inant religious mandates. The intellectually superior stu- 
ae pre o outa i ve around in the universe of ideas 
nt at the s 7 A i 
like these, start his growth early with their help, and through growing 
“se, 
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insight finally attain a more adequate self-realization. Knowledge of 
this nature is obviously needed for those whose actions are likely to 
have far-reaching significance for the human family. 

A further corollary abstracting from the Philosophical context the 
concept of value might be framed thus: 


(XI. B) That dominant contemporary values should be clarified at the secondary levels 
of education in order to enhance personal, social, and moral adjustments. 


Enlightenment in the nature of value and an ability to relate it to the 
psychology of motivation in the human being and to the various sys 
tems of philosophical thought would appear to be essential to a defens- 
ible choice of values for one’s personal allegiance. An analytical de- 
scription and classification of the values which prevail in present 
civilization and which have prevailed in the past is in keeping with 
the reasoned instruction suited to gifted individuals. 

Many writers, representing rather widely diverging approaches tO 
the problem of character and personality development, indicate the 
negative influence upon Personal integration of contradictory gan 
systems in the individual’s environment. Thus Hartshorne and May 
say: 


In this analysis we come upon the problem of individual function- 
ing and growth within existing social situations which make contra- 
dictory demands upon one and which are incapable of external or- 
ganization. No matter what may be a child’s notion of an ideal 
family and an ideal school, his own family and his own school may 
hold to contrasted standards, and he must live in both. It is not sure 
prising, therefore, that our Present generation of children shows little 
integration of character?! 


a z the 
And Harold Rugg lends a personal note to the idea, writing of ity 
emphatic and contradictory notions of competition and conform 
under which he himself was reared: 


Growing up in this climate as a ninth-generation Massachusetts 
Nordic during the very years which have been under discussion, 
I have never been able to sce how these conflicting values could 
Possibly produce the personal integrity which is the goal of moral 
life. The pressures of home, neighborhood, and community life as- 
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s 
ct pe ERE and me hour by hour; unbridled liberty 
shan leer oe o community opinion were preached at us and 
Rote: oes us in utter cultural confusion. Of the effects, the 
as personal confusion, drift, opportunism; the worst 
as sheer hypocrisy. I am convinced that our 
two world wars 
k depression be- 


and more common one w. 
ay xe bic. of the whole country. The 
Een Tern cades of artificial prosperity and stark d 
be rec an accentuated it. The consequence Is that today, 
siéblens n A story's most devastating economic and political 
Ss ine te eep hiatus exists between ‘what we ‘profess and what 
7 . Our culture is honeycombed with this dishonest pretense; 
in many parts of it a veneer of respectability covers an inner life of 
racketeering—in business and finance, in the press and the pulpit, 
in agencies of communication, even in the school.” i 


l bring the direct study of 
experience of the gifted 
terms of 


T: observations urge that the schoo ; 
child oa the curriculum and into the daily ! 
abun. who is naturally impelled to analyze concrete acts 1n 

act concepts and principles. 


Few would propose that the school write a synthesis of values and 


actively propagate it. However, one feasible approach which would 
Seem long overdue is that the alyze and render explicit such 
Systems of value as seem to prevail and that it encourage the develop- 
ment by each child of his own reasoned synthesis. Each clarification, 
each correct classification of an overt act of expression of belief, 
Would be an aid toward rendering the individual's own thinking and 


b ; ‘i 
chaving the more ideal. 
It is not universally agre 


school an 


ed, however, that there is disagreement 


among contemporary Americans as to values essential to the democratic 
Way of life. The Educational Policies Commission has suggested that 
there are certain moral and spiritual values upon which American 


People are agreed. They list these as: 
1) Human Personality—the Basic Value 

2) Moral Responsibility 

3) Institutions as the Servant 

4) Common Consent 

5) Devotion t° Truth 

6) Respect for Excellence 

7) Moral Equality 

8) Brotherhood 


s of Men 
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9) The Pursuit of Happiness 
10) Spiritual Enrichment? 


The Commission would have such commonly accepted values brought 


into the schools for direct instruction, as overriding any particular 
religious dogma. To explore the values listed and to afford every ae 
portunity for their rationalization and internalization by eatin 
superior youth would be education consonant with the principle un 
discussion. f 

The concern over the status of religion in the American school a 
somewhat general. The Educational Policies Commission statement is 
in essence an attempt to abstract certain concepts which preserve the 
values traditionally allied with religion and to render them in such : 
form that they may come within the purview of the school nen 
violating the hard-earned separation of church and state. And Alben 
Outler, an eminent Professor of Theology, reporting upon a study 0 
the status of religion in higher institutions draws this conclusion: 


One conclusion about 
clear. Education is by w 
for the possible contrib 


matters, so the student is told by 
affairs, which are enti 


come about that, in the 
life-view have been effec 


Very most an accessory, 
life.24 


ally discounted and made to appear at a 
but not an essential, component of the goo 
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Any insti s z 
andr or abuts e a eea. ote 
et Pv à ropat k owle gment within the 
ih of the values that are objectively attributed to religion. 
Placer — be placed in a-fair perspective by identifying the 
d ye of specific ideas has already been urged. The position 
severe hoo s hould acknowledge the values of religion is in harmony 
P R sore Direct instruction in defensible ideas concerning the 
ie i igious experience and how it relates to morality appears 
ne intellectually superior children and youth who sometimes dis- 
er for themselves the inadequacy and the sheer falsity of some of 
the concepts in the disorganized array of opinions and attitudes that 
ra pce the guise of religion. Points of view toward religion which 
Tene ag: ba to fit this idea of instruction in values may be found at 
"it n the literature on philosophy and morality. Because of the 
Portance of the area, two such views will be given. Harold S. Tuttle 
Writes as follows: 
s to engender harmony rather 
t be taught, as all intellectual 
and reason. They 


The clear inference is that if religion i 
the religious tenets mus! 


on the basis of evidence 
25 


than bitterness, 
truths should be taught, 
should not be implanted by conditioning. . - - 
ig intellectually gifted find religion more attractive when it becomes 

e subject of scientific inquiry, for then, as the following quotation 


Indicates, it promises to bear a lifetime of study that will gradually 
yield greater understanding and appreciation. The following is from a 


textbook in epistemology- 

s of religious experience have 
deas concerning it. Some per- 
fog because they have 
| short cut to the knowl- 
organ, religious in- 
for directly appre- 


ness and complexitie 
f adequate i 
from primitive 


The very rich 
postponed the acquisition © 
sons have failed to emerge 
falsely assumed that there exists some magica 
edge of divine things. The search for a spiritual 


stinct, supernatural sense, or other special faculty 
hending God without the aid of ordinary processes of thought has 


signally failed. A valid theology is to be won by the same sort of hard 
intellectual labor as a valid esthetics, politics, or metaphysics. Only 
the beginnings of a scientific study of religion have been made, 
however, and efficient methods of investigating it are still in the 


making.”6 
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» 
William J. Hutchins has written a “Children’s Code of Moras 
which appears to appeal, on other than religious grounds, to aire 
behavior. The code is cited here to indicate that values can be reduce > 
to an appropriate form for systematic instruction in the curriculum o! 
the grade school. Though containing the germs of ideas sufficient n 
the intellectual capacity of youth and adults, the concepts are couche 


at such a level that they could be treated during the early years of the 
secondary school. 


1) The Laws of Health: The Good American Tries to Gain and 
Keep Perfect Health. i 
2) The Law of Self-Control: The Good American Controls Himself. 
3) The Law of Self-Reliance: The Good American Is Self-Reliant. 
4) The Law of Reliability: The Good American Is Reliable. 
5) The Law of Clean Play: The Good American Plays Fair. 
6) The Law of Duty: The Good American Does His Duty. . 
7) The Law of Good Workmanship: The Good American Tries to 
Do the Right Thing in the Right Way. j 
8) The Law of Team Work: The Good American Works in Friendly 
Cooperation with His Fellow-Workers. 
9) The Law of Kindness: The Good American Is Kind. 
10) The Law of Loyalty: The Good American Is Loyal.” 


Sanctions other than the n 


i cay 
à à ican” are 
ecessity of being a “good Americar 
likely 


to be demanded by gifted children. Like the ideas theme wen 

however, the sanctions can be couched at the children’s level and ye 

contain the essence of ideas which will sustain mature thought. Y 
In order that their behavior might be intelligently guided in accor 


r enh me are iven 
ance with principles, it has been urged that gifted individuals be gt 


g y 
a general knowledge of philosophy, a more specific knowledge of ethics, 
and a facility in recognizing and 


clarifying the values angen 
actions. But Philosophy and theory and ideals are abstractions ie 
the actualities of the behavior of men in the life situation. The reat “A 
of behavior, the actual as opposed to the ideal, must also be i. 
with in the interest of fuller educational development and of prepa 


tion for leadership in the real world of human affairs. It is therefore 
proposed: 


. ht : tion 
(XI. C) That the gifted individual should be instructed in the processes of social por’ 
and in the characteristic behavior of men, as 


as opposed to their ideal behavior, 
situations. 
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Society is the loser when a man of vision withdraws into his own 
private world because of failure to accomplish in the real world plans 
and interests which, though good, fail through ineffective human 
strategy. The degree to which the social leader can use his superior 
abilities depends upon his skill in dealing with the generality of men 
under normal social influences and psychological motivation. And such 
skill depends in large part upon an understanding of the dynamics of 
Social processes as they involve the characteristic behavior of normal 
people. “Advise and Consent” may be deplorable moral philosophy, 
but recognition of these real conditions is absolutely necessary to effec- 
uvg movement toward ideal political operations. Much of Leta Hol- 
lingworth’s writing, it has been noted, stresses that it is difficult for 
the gifted individual to perceive that others are not like him in their 
insights and abilities. The realization of the huge differences between 
his level of perception and impulse and that of the generality occurs 
incidentally in the usual situation and is often attended by unfortunate 
consequences which might have been obviated through adequate in- 
struction. Instruction in man’s fundamental motives and in the less- 
than-ideal behavior patterns evolved in a social context to satisfy these 
motives would enhance the leader’s effectiveness by teaching him the 
need for strategy in actualizing the ideal. 

The principles of social psychology contain a wealth of understand- 
ings which contribute to the end proposed. Such ideas relating to 
behavioral dynamics as sociogenic motive, the functional selectivity of 
perception and retention, the origin and function in behavior of at- 
titudes, beliefs, and prejudices, and the socialization of personality in 
the process of normal development are of first importance 1n the tech- 
nical body of knowledge from which can be developed an efficient 
understanding of the real behavior of men. Failure to accord these 
areas of knowledge a place in the education of the gifted can hardly 
be justified. Nor 45 it adequate that such understandings be available 
only in elective courses at the university level. These principles of 
social dynamics are sO essential to the intellectually superior individ- 
ual’s effective interaction with others that they should form an integral 
Part of the curriculum at successive levels. . p 

The brilliant and noble reform may die incompletely realized sie 
the leader initiating it understands the importance ofa _ wae 
and 1, Often the cost of learning this reality has been efeat an 

ae aes ea society of a promising de- 
bitterness for the individual and the loss to y 
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velopment. The question is fair what might have been the subsequent 
course of history had Woodrow Wilson anticipated the probable behav- 
ior of Henry Cabot Lodge. 

Adams and Brown, in a context praising the opportunities for var- 


ious kinds of wholesome development through extra-curricular activ- 
ities, write: 


Closely connected with the development of ethical character will 
be the effect of extra-curricular activities upon the other social traits 
which make life more pleasant and efficient. The bright student will 
find that “the facts,” the clear understanding he has of situations, or 
the glib tongue do not always move others. Either the other pupils 
may not understand him or they may lack appreciation to the point 
of being offended. He will find that it is how others feel about a mat- 
ter that is important. His world will no longer be ruled by logic alone. 
He will come to appraise others in a new way if he is allowed to see 
the force of the ego in all individuals regardless of mental status.”* 


The principle under discussion suggests systematic instruction and 
experience, in addition to the “extra” curricular opportunities for the 
skills to be developed. 

Another method of applying the present principle is to use com- 
munity resources for the study of institutional dynamics, to visit, aS 
many classrooms do, governmental bodies, civic agencies, and com- 
munity institutions and observe them in operation. Further insight 
into institutional behavior could be gained by studying the reasons for 
the rise and fall of present and past leaders and staff members in such 
agencies and institutions. What real causes lie behind a dean’s “Te 
quest” to return to the classroom, an executive’s “promotion” to g 
nominal position from one in which his actions were of consequenc®: 
or the appointment to a judgeship of a minor legislator? The more real, 
though often uglier, aspects of man’s behavior deserve acknowled3- 
ment in the instruction of the gifted individual, in a balanced a” 
objective manner, toward the end of his appreciating the differences 
which exist between the ideal and the real in man’s activities- The 
gifted, idealistic individual may labor under the idea that all men are 
struggling toward the fullest expression of the ideal in their individual 
and social efforts. Years of gradual disillusionment may be obviated 
through fair, positively toned, instruction that recognizes the real as 
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distinct from the ideal and the characteristically limited approach of 
the one to the other in the ordinary affairs of men. 

These insights into the real conduct of men in the agencies and 
institutions through which civic and social affairs are managed are 
urged because of the consequences that may follow from their not 
being taught. It is simple truth which is being suggested, fairly and 
objectively presented, in the interest of avoiding personal and social 
failures, bitterness, and anti-social dispositions. Obvious tragedies of 
major scale, like Wilson’s failure, are only part of the ill; on a lesser 
scale, the instances are more numerous in which the faulty execution of 
worthy aims has resulted in failure and personal disintegration. This 
portion of the educational design purports to aid in minimizing the 
frequency of such disasters and to allow by that much the fuller in- 
fluence of the gifted individual’s potential for advancing both his 


personal welfare and that of society. ; 
Proposition XI argues that the theoretical bases for ideal moral 


behavior should be taught to intellectually superior students; the corol- 
laries specify a study of philosophy and ethics at secondary levels, a 
clarification of current values, and instruction in the dynamics of 
social interaction. The principles proposed are intended to put adjust- 
ment and understanding in these areas on a level with habituation and 
understanding in other areas of learning. Perhaps it is only through 
Such systematic instruction that the individual can be prepared = 
Consistent, principled action in the complex, ever-changing situations 
which face the citizen and leader in a democracy in modern times. i: 
knowledge of relevant facts and concepts is essential to the Da 
of generalized ideals of conduct and balanced personal and pi 
adjustments; it is unreasonable to expect subtlety in pore = 
Straightforwardness of action from persons who are, groe a e 
of instruction, lacking in the knowledge necessary ie = es 
and disciplined behavior. High levels of understanding at a 
lines can be attained by the intellectually superior individua - a 

inci 5 fford the guidance essential to these 
Principles propose that the school a 


levels of attainment. 


cha pter TOTAL PLANNING FOR PERSONAL 
: INTEGRITY 
sixteen 


Especially in the area of Personal, social, and moral adjustments, there 
are elements in the heterogeneous environments of the child which 
tend to counteract the positive influence provided by school instruc 
tion. Insofar as some of these negative influences reside in the com- 
munity at large and lie beyond the control of the school, a certain 
amount of contradictory and destructive influence may always be ¢* 
pected. The principles which have just been considered iguana 
direct and systematic examination of these ideational and behavior 
realities. Within the relatively controlled environment of the schoo’ 
however, some ordering of influences can be accomplished. The aie 
Proposition urges that such influences be controlled by the school as 
crucial concomitants to the central aims of education. It states: 


(XII) That the concomitant factors under control of the 
school should be positively controlled so that they contribute 
lo sound personal, social, and character development. 


P PN P P he 

This principle is even more appropriate to the education of pe 

gifted than to the education of the generality because the gifted = 

More sensitive to such factors and to the inconsistencies which ©? 
212 
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often involve. The teacher of literature who reads light novels in his 
free time; the teacher of civics who does not vote; 5 student council 
with no prerogatives; immorality in athletics under the guise of good 
sport; lip service to democratic and Christian ideals in schools which 
segregate according to race or religion—such divergencies between the 
real and the ideal are seldom lost on the gifted child. Certainly such 
inconsistencies are undesirable in the education of the generality, but 
for the reason given they are more undesirable in the education of 
the gifted. 

This principle, by implication, takes note of the remedial nature of 
much social and moral instruction. Symonds writes: 


It is a thesis of this book that conduct must be planned far in advance. 
One must not wait until it becomes a problem. Genetic psychology 
has yet to trace for us the history of conduct development. But the 
parent needs to have listed the course of development of the habits 
of conduct so that'he may plan for them before they arise as problems. 
It is easier to go about systematically arranging for the proper and 
orderly development of habits than to wait until the wrong habits 
have been formed and then to try to change them.” 


parent, the same thought applies 
oint is that, in addition to giving 
hich can be called moral and 
ts environment so as to lend 


Though this passage is written for the 
to the school and its provisions. The p 
instruction in the nature of behavior w 


pro-social, the school should arrange 1 
ce to the development of the moral response. Such a 


Situational influen 
usually occasion much of 


procedure would prevent the problems which 
the instruction that does occur. 

Hartshorne, May, and Shuttleworth were conscious of the possi- 
bilities in the idea of a controlled environment, but at the same time 
aware of its impossibility of attainment under normal conditions and 
dubious of its effects when the life situation must finally be faced. 


They write: 


unified demands are made by the 
is implies a controlled environment, which, 
four hour school. Experience with such 
urally to a corresponding unity of 
external consistency. If such inte- 
ternal circumstances, 


Integration may be achieved if 
child’s environment. Th 
in turn looks toward a twenty- 
an environment would lead nat 
character if we conceive of unity as 


gration, however, were conditioned solely by ex 
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it could hardly serve for guidance when the child was removed from 
the shelter of the school.” 


It would appear that a recognizable consistency among school prac- 
tices would strengthen personal ideals and allow for more effective 
resistance to improper persuasions in the subsequent life situation. That 
portion of the totality of effective influences which the school’s environ- 
ment comprises is a major share of the developmental stimuli to which 
the child is subject. The Positive ordering of these influences accom- 
plishes certain of the effects Promised from total control. It may be 
that an appropriate experiential balance can be obtained for the cone 
structive in-building of character, through a judicious compounding 
of elements in the controlled school environment and the inevitable 
intermittent contact with actual human behavior in the real com- 
munity. 

It is not implied in what Precedes or in what follows that all the 
aims suggested or the techniques through which they can be effected 
must be bluntly and directly executed. Much of the success of guidance 
toward sound adjustment, especially where the sensitive, intellectually 
superior child is concerned, might well lie in the subtlety with which 
the attempts are made, This is suggested through one of the results 
of the experimental study conducted by Vernon Jones, who writes: 


it appears that from the 
ndirect. It should concern 


nment, centering his atten- 
not inwardly upon his own 
. But from the viewpoint of supervisors, 
curriculum-builders, and teachers, the work in character and citizen- 


ship, far from being incidental or unplanned, should be systematic 
and definitely planned.* 


Of first importance in th 
fluences : 
school derive and to which they can 4 


i t 
synthesis of values commonly agreed upon, such as tha 


(pp. 205-6), 
of different 
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undertakings of the students which assumed moral significance. Ath- 
letic codes, student government regulations, and the codes of ethics 
devised for the professional guidance of teachers could be related to 
these commonly accepted values, which would embody the ‘moral 
climate” of the school. 

This idea of a synthesis of values is perhaps closely related to what 
Hartshorne and his co-workers have termed the development of a 
“functioning ideal for society,” here adapted to the smaller society of 
the school. The idea is stated as one of their major conclusions: 


This [the idea of a controlled environment] relates to the building 
of a functioning ideal for society which may serve at once as a prin- 
ciple of unified or consistent response and as a principle of satisfactory 
social adjustment. Such a policy or principle must, therefore, be 
derived from the inherent nature of social life and growth as experi- 
enced by the child himself. It must not only be scientifically sound in 
the sense that it presents a workable theory of life; it must also emerge 
in the minds of the children through their own guided experiments 


in living.” 


After suggesting this possibility of a synthesis of values which can 
become a “workable theory of life,” the authors go on to indicate how 
this synthesis can be used to enhance personal development. They 


then write: 


low: the corollary of graduated opportunity and 
the corollary of graduated temptation. The first implies that situations 
faced by children shall become more and more complex and make 
constantly heavier demands upon their power of adjustment. If 
situations change too rapidly, the pupil is confused and resorts to 
some inadequate system of behavior already learned. If the situa- 
tions do not change fast enough, they offer no challenge to thought 
or the intelligent reconstruction of past experience to meet new de- 
mands in the light of what has already been learned. So the educator 
will have available a series of graded opportunities. 


In a similar way the second corollary implies that situations which 
inappropriate or destructive (and 


ro ction already found 
nie one pore those pent experienced) shall be gradually 
order that resistance to novel appeals may be built up 
properly to classify each new situation. So 
lable a series of graded temptations.” 


Two corollaries fol 


introduced in 
through increasing ability 
the educator will have aval 
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i i iti en- 
And the following point is made in further recognition that the gi 
i . . ele ‘“ ora 
eralized ideal must be formed in order for the disposition toward m 
and social response to carry into the uncontrolled life situation. 


In order that growing consistency in a world of conflicting stand- 
ards may be achieved, the ideals issuing from experience must be- 
come prepotent factors in the stimulation of further conduct and 
must also assist in the achievement of satisfactory modes of adjust- 
ment to aspects of the situation which are as yet uncontrolled by 
these ideals and standards—they must be tools rather than objects of 
esthetic appreciation, ; 

Hence the type of experience which brings “satisfaction” must in- 
clude not only creature comforts and ambitions, but also and primar- 


i ingi i d 
ily the more permanent expanding interests which lead to mental an 
social growth, 


This process of learnin 


. z m r of 
§ Is well attested in the literature on “‘transfe a 
training” in the academic materials of the curriculum. The sa 


involved in this acquisition of ideal moral pri 


t” If 


ard wanting to behave morally, 
d caring for others. d 
comitant which influences the personal an 
ifted child is the methods by which he is taught. 
thods of instruction it is possible to el 
ortant aspects of education for social adjus 3 
y of “progressive” classroom methods -— 
of this fact by emphasizing co-operativ 


wanting to act in the social interest, an 
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planning and execution of projects, group discussion, and general 
capitalization upon the subtle and powerful motivational factors aris- 
ing in group relationships. 

The Hartshorne, May, and Shuttleworth study again offers support 
for the idea that teaching methods which utilize group dynamics are 
essential to the best results in the area of personal, social, and character 


development. 


It can hardly be expected that most children can be taught to be 
responsible to social ideals unsupported by group code and morale. 
When the individual is made the unit of educational effort, he is so 
abstracted from life situations as to become more and more of a prig 
in proportion as his teachers succeed with him and more and more 
the victim of a disorganized and detached mind in proportion as they 
fail. The normal unit for character education is the group or small 
community, which provides through cooperative discussion and effort 
the moral support required for the adventurous discovery and 


effective use of ideals in the conduct of affairs. 


ifted children and youth should occur, 
minded peers. Those with experience 


in teaching selected groups of bright youngsters can sense immediately 
how the probing, questioning, hypothesizing which characterizes their 
free behavior in the classroom can be turned toward inquiries into the 


nature of behavior that reflects character. 
aspect of such a total environment would empha- 


size the importance of activities and opportunities for the optimum release of 
emotional urges to action and self-expression. The expression of personality 
through drama, art, and literature; the expression of political and 
Social aptitudes through student government and organizations de- 
veloped and maintained largely by student initiative; the expression 
of physical vigor through play and physical recreation—all are ap- 


propriate concomitants tO the development of personal and social 
release of emotional energies and 


adjustments through the wholesome r ¢ 
for its fairest expression. All con- 


consequent freeing of the personality 1 a 
Comitants could hardly be considered as organized toward the further- 


ance of social and character development unless a coe and sound 
Program of activities providing these opportunities for sel -expr a 
development of initiative in relatively life-like situations, and peer 


a h rogram. 
level associations were part of the school’s progr 


The small-group experiences of g 
of course, in company with like- 


A fourth important 
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Reminiscent of the Previous discussion of contradictory elements 
among the various values in the community, a final point in connec- 
tion with Proposition XII considers the necessary co-operation of all com- 
munity agencies bearing significantly upon the child's development. Through 
educational councils and committees composed of representatives from 
these different agencies, a common understanding of the problem may 
be obtained and some clarification and harmony of objectives for 
youth achieved. Of home and school co-operation much has been 
written. The co-operative contribution toward the development of 
gifted children which can be made by business and industrial groups, 
by civic clubs and churches, has not been so well explored. In an all- 
out concentration upon the optimum development of our most socially 
Promising children, however, special education should be paralleled by 
equally special part-time jobs and the special class in the public day 
school should be Paralleled by the special class in Sunday School (i-e., 
comparative religion, sociology of religion, etc.). The need for such 
all-out concentration and for community co-operation is what Ernest 


Ligon implies in his assertion that character education is a “seven- 
day-a-week” undertaking. 


posal of this book. Important 


(1) that the school should operate under a 


relatively consistent “functioning ideal”; (2) that emotional toning 
should be added to th 


: he instruction designed for intellectual and ra- 
tional appeal; (3) that the teacher’s methods should aid in engendering 
the ideals sought; (4) that student activities should be soundly 
planned for the release of emotional energies and the practice of peer 
contacts in relatively life-like Situations; and (5) that co-operation 
among significant community agencies should be effected. 
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aber emcee perenne 
; s position XI); and that the 
program for social and character development should involve a posi- 
malrapi drb ir aaa Ot Cormeging ON pie 
individual in areas of his personalit oe ih "ike tata nel pe 
ig seg a AE f y r pa the intellectual and 
poi ila: eu a endeavor toward the aim of a full 

Of all the concepts that have been drawn upon in the development 
of the principles in this area, two emerge as singularly important. The 
first, which forms the theoretical basis for Ernest M. Ligon’s work in 
character education, urges the analysis of Christian philosophy in 
terms of the specific behaviors implied. The principle of love, which 
is predominant in this philosophy, is of particular importance as a 
force in human interactions. To consider the power of love for orient- 
ing the total person toward the objects of its application is to realize 
that through this emotional avenue exists what may well be the most 
Powerful approach to the organization and direction of human behav- 
ior. Constant in its sustaining power, totally integrative with respect 
to the various capacities of the organism, and conducive to the finest 
behavior of which man is capable, love in the Christian sense would 
seem to be essential to individual happiness and beneficent social 


interaction. 
The second concept, a somew! 
first, but entirely compatible, is 


hat strange ideational partner to the 
that of the applicability of the scien- 
tific method of problem-solving to the solution of personal problems, 
Specifically the problem of behaving in a manner at once socially ac- 
ceptable and personally satisfying. Generally acknowledged, this con- 
cept has been distinctively interpreted and applied by Laurance Shaffer 


and Joseph Shoben, who call it a “positive principle of mental hy- 
giene.” Their view of the concept has been used in this work (Proposi- 


tion X). 

Of the effectiveness of a combination of these two concepts, Ligon 
asserts: 
available making it possible to bring up 
with strong character sufficient 


ded today to save our civiliza- 
iously headed, 


It follows that the methods are now 
men of good will 
p so nee 
d which it seems so obvi 


a greater generation of 
for the task of world leadershi 


tion from the destruction towar 
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finer men and women capable of living happy useful lives. It is the 


thesis of this book that this can be accomplished through the application of 
the scientific method and the concepts of the Christian religion. 


Taken together, these two concepts appear to provide the best as- 


surance of behavior which represents a high conception of morality, 


provides a large measure of personal satisfaction, and advances the 
general welfare of mankind. 
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